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This report represents the third volume in a series of publicstions
which emanates from CERI's programme of work on the Handicapped Adolescent. The
other two volumes, lntegration in the Schcol and The Transition from School to
Working Life, covered a broad spectrum of developments in most UELD countries

—- the first volume being concerned with current trends towards integrated
schooling and the second with those problems which arise during that complex . |
period when the young handicapped person leaves the protection of achool andﬂ N
sttempts to enter working life. [

The current volume is based on selected examples of integrstion in* .
school in order to provide in-depth information on actual developments. The
case studies commissioned describe in some detail how a wide range of children
with handicaps are being integrated in high schools in four countries. It is a
first attempt to provive descriptions of practices which may be of direct
relevance to principals and teachere in schools.

It is importsnt to recognise that theae descrzptions of interesting and
wffective practices are designed to answer the questions how did it start snd . -
how does it work? TYhese are questions that sre commonly asked by local R
sdministrators and teachers, who have little knowledge of successful pstterns ’u*
of integration in practice. These studjes, with the details they give about
different practices, are designed as a contribution to current thinking in A .
Member countries.

This study would not have heen possible without the generous assistsnce,
in the form of a grant, from the United Ststes Department of Educstion, Office
of Specisl Education and Rehabilitative Services.

The report is published on the responsibility of the Secretary-General
but the views expressed sre those of the suthors and do not commit either the
Organisation or the national suthorities concerned.
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I

AN OVERVIEW OF THE FIVE STUDIES

by Lise Vislie
Institute for Educational Research, University of Oslo

In each of the countries where these studies of integration were "-.-"
commissioned, Lthe consultants were asked to report upon and evaluate
performance with respect to a single location which had been identified in the
course of earlier work as "an interesting example of good practice".

Inevitably, "good practice" implies a number of different practices
when, a8 in this survey, the evidence is drawn from five separate schools in
four different countries. The principal reason for such variety is, of course,
the difference between national settings, particularly as regards the histori-
cal-cultural; institutional-legal and social factors. All the case studies give
us some indication of their country backgrounds in these respects, albeit
briefly. If fuller information is desired it can be found in an earlier publi-
cation in this series Education of the Handicapped Adolescent. Italy, Norway,
the United Kingdom and the United States are especially covered there (1).
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A key concern in public policies for the handicapped in all OECD
countries is integration. However, the meaning of the word is not the same in
all of them, and the extent to which they have been able to move sway from the
traditional means of segregating the handicapped varies considerably. Thus,
although policies may be the same, strategies differ. Indeed, all countries are
in a process of change. How far the process will go and what the outcome will
be, we are not yet in a position to predict.

S
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THE CHALLENGE OF NEW OPPORTUNITIES

In all the countries under review new policies have introduced new
opportunities, particularly for the integration of handicapped young people in
the schools. However, nowhere has integration become obligatory, nowhere does
the ordinary school exist as the only pogsibility for the education of the
handicapped. The alternative is segregation, which exists everywhere -- not as
another opportunity along the same lines as integration, but as a continuing
tradition.




If these new opportunities sre to become reslities such a tradition must

be supersedec. Official policy in the 60s and the 708 has been hesitant about

this. For instance, in most of the countries special schocls and other types of . -

segregated provision have been allowed to remain in the system; frequently - :

they have even obtained improved conditions as part of a new policy. In some
places, too, there has been an actual increase in number of pupils enrolled in
special schools and related provisions just at the time when integration hes
achieved official support {2).

In these circumstances the initiative for changing the system has been - -

largely taken at the grassroots -- by those who for various reasons have felt
directly challenged by the new opportunities and have seen the room for change
opening p. It is true that some pressure groups ‘(such- as politicsl

organisations or parent associations) have been working at the national level, -

but the most interesting advances seem to have tsken place at local level and
in the schools. This, after all, is the level at which policies meet
educational practice and where the professionals are brought face-to-face with
the challenge.

All the case studies here presented are illustrative of locations where “‘

such confrontation has happened and the professionals have taker. an active part
in the implementation of change. It should be noted, however, that the
professicnals have not aiways found the role of change-agent consistent with
their official function; nevertheless, their support is vital when policies

sre mainly of a programmatic character -- as, of course, is the case for —tf

policies for integration (3).

NATIONAL SETTINGS

AR

Part of the national context for all of the studies is, inescapably, the -

education system itself. Between countries the duration of secondary education

differs, so does the age at which primary education is finished and secondary .:

education begins, and when divisions are introduced between its lower and uppér
stages. '

In this phase of the Handicapped Project we have been concerned
particularly with secondary schools which together cover the whole adolescent
age range. However, it should be appreciated that each of the schools in this
series of studies caiers for a different age group and represents e specific
form of secondary education.

Scuola di Rienzo in Rome, for example, is a scuola media, the last cycle,
of compulsory schooling in Italy. The n~rmal age range is 11-14. Drayton School ™*

is also a lower secondary which, in England, starts at 11 (as in ita y, but

goes on till 16 when compulsory schooling ends. The two' American -high schools:
cover grade 9/10 to 12, the student age normally ranging from 14/15 to 18. /In :

the American system a distinction is made between junior and senior: high

schools, of which the junior is normslly compulsory. There are, however, some . :

variations among the different States in organisational structure end actusl

length of compulsory education. The Norwegian case study relates to the post- Y

compulsory stage: an upper secondary school within a system which, in terms of

[




voluntary enrolment rates in upper secondary education, comes close to American
figures. Students in such schools normally range in age from 16 to 19.

The importance o~ age differences within the adolescent age range ia
probably not significent. It ia generally believed to be easier to integrate
hendicapped pupils with non-handicapped peera at the younger ages. When it is
recommended to start integration at the preschool level, it is often for
psychological reasona, such as the young child’'s under-developed capability to
appreciate distinctions and differencea. Such argumenta are, huwever, difficult
to apply after preschool age (over seven). then we find more integration in
preschools than in the ordinary schools, and more integration in primary than
in secondary schools, we should probably look for pedagogical, not
psychological reasons.

The distinction between primery and secondary schools in relation to
integration is, of course, particulsrly important. The case schools differ in
many respects, not least in the way they relate to age levels or to the
compulsory part of education, but, as post-primary schools, they share some
comnon features, such as the following:

The division between the primary and secondary s‘ages of education ia
more distinct in some countries than in others, but some distinction is alwaya
involved, and the transition from one stage to the other frequently createa
problems for many pupils. Change of school, change of teachers and classmates
may be upsetting enougn, but the more fundamental problems probably atem from

the switch from class teachers to subject teachers, a reflection of secondary

schools being institutions that are internally more differentiated. »

Teachers sre also differently trained for the two stages, which affecta

what each group regards as the core of its own particular professionality. The
atmosphere is generally felt to be less personal and more demanding in
secondary schools than at the elementary level. .

While primary schools are now mostly set up as common schools in the
OECD Member countries, the lower secondary schools are less frequently

organised according to this principle. Many countries still retain selective *

schools from the beginning of the secondary stage.

These last observations fave mainly focused on differences between the
elementary snd the lower secondary schools; but much the same may be said of
the whole secondary stage. More specifically, the transition from lower to
upper secondary schools frequently entails a sharp rise in demands on the
students in terms of the quality and amount of work required. There is mare
specialisation and differentiation becomes sharper. If uppe: secondary
education is taken to mean all types of schools at the stage leyond lower
secondary education, there are obviously more options at this st:ge. Many of
these options are in fact foreclosea, either as an effect of selection systems
in operation in lower secondary education or becauvse places are limited and
students with special educational needs are not able to compete unless given
priority rights. :




iTALY

Of the five case otudies under review two give accounts of lower
seeondery schoolat Suuola DI Rienhzo in Rome and Draytoh S¢hool in Oxfordshire.
Both offar accounts of the problems faced with integratioh at this level, and
attempts made to overcome the difficulties. The Battiers to integration witnin
the two schools ere partly the same, partly diffetrent. ih the Italien systom
lower secondary schools afe comprehensive schdols, fretuently smaller, less
differentiated and qenorlllgouguas selective tHah the Fespective schools in
England. Draytor Schoel is, ver, comprehensively offanibed.

Nora Ferro owlected the Scuola di Rienip in Rome For her study because
the school has a purticular History. It wes ohce & Bpecial school mainly
designated for physieslly hahdicapped pupils. ihe proEBss by which it was

trangformed into en ordinary . media as & colisequeliée of the general -
integration school poligy in dly is described in hét repttt. The school in.

its present state is fegurded #s rapresentative of Italiar schools in general
== il n0 way outstadiffg, neithet in resources, etuipméht, or teaching
standarde. It is theréfofe 8 fait example of the italish situation, where
integratioh is widespreyd and fivt limited to good pilat experiients.

Sgyela di Rieng has 200 pupils among whom aré @ Humber with various
hahdicepping conditions: the 8thool populstion was drastiBally changec when
+= upoh integration =« pupile ftom a neighbouring sl 8tea joined it. Con-
fronted thua with the whole tange of pupils’ problems snd Speciel educational
needs, the school hued to start ehenging its traditiohal tode of teaching. In
accordunte with the stotjard 1talish practice, the hahdi€apped pupils are inte-

grated individually, 1.2 (tecorded handicapped) ih e&th classroom. The school

is entitled to extra td&bhiN? tésoutces (6 hours per wiek per pupil) and part-
time support from the ioeal heulth authoritys these new resources became
impottunt instruments in the brosd process of change in Italian compulsory
education in that they Mméde tegular education less uniform by providing
teaching adapted to the sptiludes snd leéirning rate of all pupils. This
ifieluded individualised pfogfamting for handitapped pupils.

ENGLAND

The report from Scuols di Rienzo gives an interesting insight into the. S¢

problems of and approachee to school integration as seen from the poiivt of view

of Italian philosophy and practice. From Rome to Gxfordshire in England is a.

long distance; nevertheless at Drayton Schotl elements of “Italian"
integration philosophy are eaesily recognised. As Jim Conway writes, an
assessment of "how well pupils with special needs ste accepted by a school may
be made by analysing the ressons why punils do not attend mainstream lessons.
Within Drayton no pupil is automatically excluded from any lesson". This
instances the special educstion policy of the Oxfordshire Education Authority
which turned towards integration during the mid-sixties, at a time when many
other local authorities in England were still extending their network of
special schools for pupils with significant learning difficulties.
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Drayton School has about 1200 pupils. As well aa belng comprehensively
organised, it has also developed some internal arrangements that help meke the
school more personal to its pupila ("the year base" system): This system
provides @ focus for links with parents and for organising persondl guidence
for all pupils. It reduces the need for special educational support in the
pupils' group and therefore serves the purposes of integration in & fundamental
way. In the case of the significantly handicapped the aystem is used as a link
to the internal unit for special educction orgenised at the gchovl ~- the Basic
Studies Department.

The Basic Studies Department occupiea @ designated ateuw ih the school,
but ita provisions are developed and delivered in flexible widys and cloaely
coordinated with regular education programmea. The unit offers supplementary,
modified or alternative curriculum couraes to more then 10 % of ehy year group.
All pupils who are in one way or another served by the unit &6r attend the
Department asrea, are membera of regular classes. Fupils sre mostly withdrawin to
the Department in groupa. The Drayton case study alsc gives a dé{ailed account
of the various procedures by which pupils with signifitant learning
difficulties are successfully integrated in an English lower secondary school
setting.

UNITED STATES

The most extensive accouht of Ameticen experiences with integration is
given by Ruth Loomis and Sue Rdod. Under the State of Wisconsin's permissive
legislation, the Madison Metropolitsn Schiul District has emphaaized integrated
instructional programmes with options for all pupils. It is strongly Lelieved
there that no student is too hahdicepped for placemeni in an appropriate
educational progtamme within a comprehensive high school. Loomis and Rood
describe federal, stat: and particulatly disttict policy at length and say how
the system was changed during the seventiés. They presént s wide renge of
information on available resources, admihiattétive arrangements and service
delivery models in operstion at diffétent lévels within the district system.
Within the District of Madison LaFollette Higﬂ Sthool was selected for the case
study because it had the widest range of students with exceptional education
needs, and because it has made substantial progréss in the integration of the
handicapped with the others.

LaFollette (senior) High School has about 2000 students. As in any case
the American high school curriculum gives great gcope for optional courses, the
LaFollette student has a wide range to choose from. On average he or she will
take five subjects plus physical education which ia obligatory for all. A
distinction is made between regular education, adaptive education and special
education. These art considered a continuity of provisions, where the adaptive
courses bridge the dep between the reyular and the specisl education curri-
culum. The adaptive courses (offered in the basic academic area and in some
elective courses) provide basic instruction that enables more students to move
into a mainstream class. The essence of special education is the Individualised
Education Program (IEP). Approximately 1C per cent of the students are
recorded as in need of special education and individual school programmes are
derigned for them covering an entire calendar year. Thess consist of appro-
priately different combinations of regular, adsptive and special education
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courses. Thanks to this procedure the majority of the handicappe& students at
LaFollette spend the grester part of their time in integrated classes.

e NOTES AND REFERENCES

1. The Education of the Handicapped Adolescent. lntegratmn in the School.
OECD 1981. See particularly the chapters:
"Integration of Moderately and Severely Handmapped Students in Pubhc‘
Schools -- Concepts and Process", by L.J. Gruenewald and J. Schroeder.
"The Warnock Report and lntegratmn" by J.R. Fish.

"Integration of Handicapped Children in Italy", by L. Vislie.
"Policies for Basic Education in Norway and the Concopt of Integration",
by Lise Vislie.

2. Maybe Itsly is the only country where special schools have obtained little -7
public support since 1971. Norway serves as an example of, improved oy
conditions for special schools in terms of funds, accommodatioh and teachers -
pupil ratios, but not numbar of pupils enrolled. According to Tony Booth;:’
the number of pupils enrolled in special schools in England has increase
during the 70s (T. Booth: "Demystifying integration", in Swamn (ed:) The'.
Practice of Special Education. The upen Univermty Press 1981). - ' ""i
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3. The distinction between "programmatic" ‘snd "regulatory" pohcy is mtroducq&
and discussed by Elmore, "Implementation of Federal -Education- Policy‘i;
Research and Analyses." in Reszarch in Socmlogy of Education and Soc“‘ﬁ
zation, vol. 3, 1982, p. 97-119. E
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II

SCUOLA DI RIENZO
INTEGRATION IN A SECONDARY SCHOOL IN ROME

by Ncra Ferro
School Psychologist”

1. THE ITALIAN CONTEXT

Education . .

In Italy, the law says that handicapped pupils ~7 compulsory school age
have to be educated in ordinary classes, except when i .pairments are too severe , .
to make this possible (Law 118 of 1971). It allows, therefore, the continued
existence of special schools when they have enough clierts. In practice; it is
parents and professional staff of the Local Health Unit who decide, in -
consultation with the ordinary school, when exceptions should be made to ths
general rule. Thus, parents are never oblioed to integrate their chaildren; in
fact, they do not even have to refer to the L.H.U. if they want to enroll”their
ch11d in a special school, provided, of course, one is available. noe

Italian law also gives clear indications on the principal organisational
aspects of integration. For example:

~- No more than two handicapped students may be placed in a single
class;

-- The size of integrated classes must not exceed 20 pupils;

-~ Schools that integrate handicapped students can apply for an extra
(support) teacher for every three to four 1ntegrsted students.

Practical advice on how to organise teaching is also given (Law 517 of
1977). . \ :
N i
Compulsory education consists of five elementary grades (from six to
eleven years) and three lower secondary grades (from eleven to 14 years),
giving a total of eight years. Kindergarten (zero to three) and pre-school
"three to six) are not compulsory.




The school system is a centralised one. The Ministry of Education
operates through local branches at provincial level and is responsible for the
basic curriculum, the enployment and management of teaching and administrative
staff, and general dirsctives to the schools. Local administrations (the.
communes) are responsible for providing schools, buildings and all professional
services other than teaching.

H

Services

All public services relating to health and welfare (e.g. social,

medical, psychological, rehabilitational) wherever they are delivered .
(hospitals, schools, out-patlent settings .or home) were decentralised and .

integrated at local level by the health reform of 1978.

Central administration is responsible for general policy; regionaitf’
administration may issue laws and regulations on local policy; the services' -
actual management and delivery is the responsibility of the USL (Unith(

Ganitaria Locale = Local Health Unit). These Units have become the basic

feature of the Italian public service scene. They orgenise and deliver services:

in areas that may correspond to the territory of one commune, part of a large
commune, or several small communes that have joined together for this purpose.
The USL are financed by the central administration through a yearly budget that
they administer themselves. ,

Before 1978, the organisation and standard of public services in ié§1§

varied greatly from one part of the country to another. The health reform has
certainly not ironed out these differences (not least because of the organisa-

tional autonomy allowed to the regions and the USLs); however, certain t;ends‘j

are common. FfFor instance, services are organised according to age groups and
not to categories; handicapped students are taken care of by the Child-Vouth
Department which, within the USL, is required to provide whatever service,is
needed by anyone. between zero and 18 years living in the area. This means that

services are mainly concerned with schools because that is where this age group 2

is most largely to be found.

2. THE SCHOOL ITSELF

¥y

From among the schools in Italy, Scuola di Rienzo was selected for study
in this enquiry into integration of the handicapped for three main reasons:

¥

-- The particular history of the school (which we will recount later);

-- The "normality" of the school. It is in no way-outstanding either in

resources, equipment or teaching standards -- yet handicapped ptipils
are present. (In Italy integration is widespread and not just limited
to guod pilot experiments. An. ordinary. neighbourhood school can
therefore be used to gauge the effect of.the policy) $ e

-- The availability of information and the school staff's willingness to
cooperate in the study.




¢ .- Sources of informatign

This case study owes much to the cooperation of the school'g peyohan 3
. logist, Rina Fontanelli, and its social worker, feeile Mari. Bath have been - ‘3
;. working in the schoal for four years on 8 part time baaia and by new are <.
-~ regarded as "belonging tn it". Because of this pesitien, they have been able to ..
... regularly attend and record meetings and to moniter the overall integration

process. Thus, our information has been depived from: -

-- Monthly meetings between teachers and parents' representatives during
the school year 1981-82 and, -partly, 1982-83; B!

— Interviews with the school's headmaster and with representatives ‘of
the teachers and parentsj . LT

v

-- The school's files and recards;

-- Informal observatigns in the classroom of the organisation of"
teaching and suyppart activities, R
As to the first of these soyrces, it aoon became apparent that thé
monthly meeting of teachers and parents was an important and faithful indieater..
" _of school progress in general and integration in particular, When new matters &
arose during thege meptinga, for jnstance special prohblema, changes of
attitudes, undue diffigulties in carrying out plans, it is poauib;g to fallay
these up through classroom observation and informal talks so0 a8 to get as *
complete a picture as possible. Frequent referencea made tn the past at these
meetings also prompted us to look fyrther into aspects of the achool's history .
or an individyal‘'s background. So, overall, the information we e¢glleoted was of
two kinds: :

-- Factual data relevant to the school as a going coneerp and tq its
past history; ’ ..

-~ Process information: incomplete, subjective and obtained in a rathgp‘
unsystematic way. Nevertheless, without it we would have had
considerable difficulty in understanding what was going an in the
school .

Setting and characteriatics

Scuola di Rienzo occupies part of a huge building which used to be one
of the largest residential institutions for physically handicapped boys, mostly
with cerebral palsy. It was a private institution of a religious nature and, as .
such, it still occupies the remainder of the building. .

As with other Italian special institutions, the progreasive reduction in
the number of children in residence over the last few years has left empty
spaces and unused special resources. This was the position when a large part of
the building was leased by the Rome commune to provide premises for five small,
different, ordinary schools -- all still located within the same site. As we
have just said, what remains of the building stays devoted to its original -

" purpose, the provision of residential facilities for handicapped boys, a few of ..
whom are still left in the institution. These are mostly adolescents for whom -
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it has not been possible to make different arrangements and who are therefore
attending ordinary schools or vocational training outside their place ‘of i
residence.

The institution used to have its own rehebilitation resources. These.;_ 4
have been transformed iato an out-patient service which is sveilable to the 7%,
public. This service retains its private nature and management but, it is sub-
sidized by the local health administration and thus is free of charge. Origi- "™
nally there was a special lower secondary school within the institution. In
1969-70, however, the educationel authorities decided to open. s new ordinaty o
school in the locality and the commune, with its responsibility for providing ."}5
school buildings, leased part of the residential institution for this purpose,: ;-"“
and the newly established school absorbed the special students end started to:

pupils, it started to enroll normal teachers; some of the existing special
teachers were retained in the new ordinsry setting, others moved out. ’ .
This, then, is bhow Scuola di Rienzo was -set up: it uas tha‘ e
transformation of a special school into an ordinary one with integration
starting in a reverse way. It was the handicapped who progressively integrated:,
the normal pupils. This was not alwaya done without difficulty, however . The i
mother of one of the normal students told us:: e

"When my sister-in-lew said that she was sending‘her daughter to school
in the institute of the handicapped I thought.she was out of her.mindi:. :°4
I was not ageinst the poor boys but I thought that:even for them it was“u
not good. They would have suffered more-being-with the:normals:than;
being alone... Now .my son too, comes to school. here, but it is
different. Perhaps it is because now the handicapped are.few. It is
strange, but when they are few one notices them less. I have elwaym
lived in this area and when I used to sse them walking all together- out’ 1
of the institution 1 was so moved that I-could not:look at them. - “I:
think it is because they were all together; or becsduse st that time
they were more severely handicapped, I don't know." K

‘\I’ N N N . -~
A teacher suid: "When the school was set up I applied for it because it
was near home and because not many other teachers were willing to come,':’
I was young and it was difficult to find another place. I knew thatfﬂ;
there were many handicapped students... 1 thought I could try for onév&*

,,{

year end see. I am still here. The first years seemed difficult at the‘ 5

normal of all."

Apparently the fact that the school started within a special institutiow 7B
helped the teachers to feel in some way supported by the professionel staff nho "*“" ]
had stayed on. Then the fact that the first group of handicapped uere‘namly
physically impaired meant that, from a curriculum point of view, there were f«
fewer difficulties than there would otherwise have been. Problems at that tin«»m
were largely related to the attitudes of normal pupils' parents. As far asg wo’é»
could understand these tended to be solved in hulnanitarian terms.

s




In the twelve years the school haa been running the number of pupils
from the residential institution has decreased progressively down to the
.present total of three. Meanwhile the number of normal pupils haa increased and

-~ _ the integration of students with various kinds of problems other than physical

has got under way.

The school had to face a period of real difficulty when children from a . .

neighbouring slum area started to come, bringing with them severe social and
family problems. Some of them were also physically impaired. It was then, in
1976, that the school started to work full-time, that is from 8.30 am to 5 pm.
In principle the full-time system is meant to enable a more flexible teaching
programme, the inclusion of extra-curricular subjects, experimentation with new

methods and so on, so as to provide a more complete and individualised
education. In the case of Scuola di Rienzo we had the impression that the full- , .

time system was adopted more to keep in the children in school as long as
possible and off the streets where otherwise they would have been. Here we see

the social function of the school influencing other functions that are more. . -

. hormally associated with traditional education,

It was mostly st this time that some parents started to withdraw theif = -~
(normal) children from the school, not as a reaction to the presence of the |

handicapped, but because of the presence of students cerrying other types of -
difference -- social, cultural or behavioural -- that.are not traditionally °
considered as handicaps, but prove to be more threatening to the school life.

s e
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Some members of the school staff recalled tﬁe deep personal commitment . -

of the social and psychological service at that time, trying to explain and .. %0
persuade parents and teachers to bear with what was concidered (or at least was LR

presented) as a temporary adjustment crisis. This adoption of full-time in 1976
was the first real adaptation of the school to the new special needs of its,
population. . g

At present this school is one of the few in Rome where the number of .
pupils is not decreasing, but even showing some increase, in apite of the fall
in birth rate that is affecting the overall school population. ° "

* Administration and management

As for all Italian public schools, general administrative directions are
issued by the Ministry of Education through its local branches. Because of its
limited size, Scuola di Rienzo is administratively attached to a larger one
located in the same district, where the secretarial offices and the School
Director are located. The school of our study is run by a Vice-Director.

The school management is by law a combination of administrative and
elected bodies with different functions:

-~ The School Director has mainly control and coordination functions snd
is a permanent member of all school councils;

-~ The Teachers' council includes all teaching staff. It is empowered to
take decisions on educational matters (teaching organisation and




methods, choice of optional subjects) and has the right to be: ..
consulted on allocation of funding and resources. Current .school -
expenses (salaries, buildings and equipment) are paid by the Ministry -
and by local authorities directly. The school budget is very smell:
and intended only for minor optional expenses; PR

—- The School council is an elected body consisting of repreaentatives fi
of the teachers, perents and non-teaching staff. It has the right to" °
decide upon the allocation of funds and resources, and to be
consulted on edycational matters; S

o

—- Class councils include all teachers of a single class plus elected-: -
parents' representatives. Regular monthly meetings are called to’. *
discuss class matters and problems, to monitor class progress and -
make proposals. e

,;.; I
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The meetings of all these bodies are held out of teaching hours.

The school population

Pupils

These number 215, and they are distributed over twelve classes. Th€§f
average class size is 18. Twelve pupils are officially assessed as handi« *:
capped, one for each class. Three of them are living in the residentisl
institution. :

A large percentage of the pupils comes within the age range of the lower "
secondary school (11 - 14 years). Twenty, however, including five handicapped %]
ones, are over the normsl age limit for their grade, the oldest is seventeen
Reasons for their being over age include delayed beginning of school,”.
interruptions of attendance or repetition of grades. T g

Teachers

There are 45 teachers gqualified to teach the various subjects (curré. Q;
cular and extra-curricular) in the school programme. They are deployed thus:

Subject Number of teachers

I.clian language and literature,
history and geography 1

Mathematics

Foreign language

Technical education

Sports and gymnastics

Arts

Music

Religion

Extra-curricular activities

Support to integration
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22 teschers out of the present 45 have some type of special training.
Teachers' working time is 1% teach1ng hours/week, plus 20 hours per month for )
meetings, planning and evsluation.

"Bidelli”

These are six non teaching members of staff whose main tasks are
. maintenance and cleaning, together with the control of pupils when out of their

~ classrooms. When 1ntegrat10n was started an effort was made to train them for
~ active participation in the process, for instance by providing anc1llary help
"% for the physically impaired. ]

Service professional staff

1 school doctor 6 hours/week
1 school psychologist . 6 hours/week
1 social worke: 6 hours/week’
1 nurse 8 hours/week

These professionals (who work part time at the school) provide a regular“,";T
service at scheduled times. In addition to them a physiotherapist and a speech
therapist are available onh occasion to advise teachers snd parents.

These service personnel have no administrative relationship with the
school. They are all members of a local multi-disciplinsry team chsrged with
providing integrated services to children of school age. As such they are
employed by the local health suthority (USL).

The decision taken by the professional staff to attend the schuol at . -
regular scheduled times, instead of being available upon request, reflects a . '
desire to enlarge the scope of their activity from interventions on behalf of
single pupils to help for the school as a whole. In practice, as far as time
allows, they attend meetings, and participate in the school's orgsnisational
planning with a strong emphasis on the requirements of integration. However,
when unusual problems arise -- "crisis" as they say -- they may temporarily
reduce their time in other schools and concentrate on one in particular to
provide the maximum support until some kind of solution is found.

The professional staff working in Scuola di Rienzo also attend two other
schools which, being larger, get a good desl more of their time.

Services stsff working time is 36 hours/week over six days with some _
flexibility in its distribution. In fact, at the time when we were finishing
our study, the professionsl staff of the local health unit was in dispute with
the administration about maintaining this flexibility in the use of their time.
With regard to rehsbilitation, the local public services are not in a
position to provide therapies becsuse of lack of specialists. Pupils who need
actual rehabilitation, and not just parents' and teachers' counselling, may use = i
the service inside the residential institution. As alresdy mentioned, 83
rehabilitation resources of this institution were transformed into an out-  ..-%.
patient service financed by the local health admlnlstratlon and made publlcly
svailable. . .




QOther resources R

"If you sre looking for a well equipped and a well run schocl, you go
elsewhere. If you want to know how to cope with problems and deficiencies, then
we may help you". This is what the Deputy Headmaster said to us when we first .. e
met. ok

The school has no ancillary help in spite of the presence of aeverely
physically impaired students. As we have seen, a certain smount of ph,'sicdm,.
care is provided by the bidelli, additionally some teachers spontaneously help ::
their handicapped students while in class, but some refuse to do so. When thers ! *‘ﬁ
have been cases of refusal by teachers "it's not our job" and by the bidelli:- «H
(their new function of helping the handicapped has not yet been formalized end"
they have not yet received the salary rise they asked for), the oroblem ha
been solved by oldar schoolmates.

As in other full-time schools, midday meals are provided by the comsune -
free of charge. A comittée of parents and teachers supervise their delivery to':
the school.

In addition to the classrooms, the school can make use of:
-~ A large dining room which is also used for other purposes;
-~ A gymnasium with some equipment;

-~ A courtyard made available by the residential institution Free of ;
charge; o

-- A large room which the school ehares with the priest from the chur&h,
nearby. Thz school uses :t during day-time as a laboratory and-the ¥
priest has it in the late afternoon for his own purposes (this rather' <
unusual cooperation seems to work well); N

~-- The former '"support room" which is now used for various purposes
. including group activities and individual lessons.

Some teachers and the ODeputy Headmaster rather optimistically pointed“
out that several classrooms are of considerable size so they are able to
organise group activities in a single room.

3. THE HANDICAPPED MEMBERS OF THE SCHOOL E B

Assessment of handicap and criteria for support teaching

from the I cal health authority in order to obtain extra teaching aupport froa'-
the local offices of the Ministry of Education. It selects, therefore, pupils -
who would benefit from a re-organisation requiring additional teachers or extra
teaching hours. By the same token it excludes pupils who would not so benefit;: <-
even though they are severely impaired -- for instance the physically handi’ g

capped with no learning, oehavioural or emotional problems. ;
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' sppeared rsther confused. We found in the classrooms a number of pupils who
‘were not considered handicapped but who, in our opinion, had more educational

» in this matter and that the past tendency had been to consider physical

" some kinds of difficult children using ordinary resources and without sn extra.

Psrents are informed of assessments and have to endorse the formal
spplication for s support teacher for their children. These applicstions are

. .made by schools on 8 form where the pupils' age, grade snd kind of
- difficulties are described, but where no names are mentioned.

To us, these generaf rules seemed clesr enough, but their application

\‘1?

needs than some of tnose officially assessed. Wa were told by professional and
school's staff that the ministorial directions were, indsed, rsther ambiguous

impeirments more fsvourasbly than other types of disability that are sctuaslly
more deserving of help from the school's point of view. Agein, some ‘parents do
not accept thst their children should be assessed as "handicapped" if.they have
no visible impairments. Finally some teachers prefer to manage the education of . .

tescher. So, the effort that is being made to svoid the classificetion of. -
pupils with special educstional needs as "hsndicapped" appsrently has not yet -7
given appreciable results. J , oL st

Although we were not actuslly told so, we have the impression that this--
school, as presumably many others, uses this assersment system quite pragma-
tically ss a means for sugmenting their total teaching resources. In other
words, they apply for support teachers for "assessed" pupils whose disabilities
are not, in fact, all that demanding, then spread the new rescurces to help 8.
many pupils 8s possible, according to their actual needs. This is facilitated
by the present tendency to provide support by organising ordinary teaching in 8. _.:
different way, rather than by delivering special education to students singly.
The following extracts from the school's professional staff files show how this
matter of support teaching has worked out for some of the young people
themselves.

Some individual cases

Boy aged 12 attending first grade

s
A

He is suffering from an endocrinological disease snd from mild mental .
retardation. His main problems, however, seem to be of socisl and family ~
nature. He is provided with extra support through cless-splitting four
hours/week.

Boy aged 12 attending first grade ,

He suffers from s severe form of epilepsy not properly trested in the R
past. His family has recently moved from s region in the Scuth. His father :s BERN
an alcoholic and the whole family shows complete indifference > him, The boy '~ ¥
is often absent from school. Thus, social and family deprivation seem to be his
main problem. He receives six hours/week extra support, partly through co-
teaching and partly through class-splitting.
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Boy aged 12 attending first qrade

Multi-handicapped with brain damage. He ‘suffers from speech impairment:-.
and severe mental retardation, although he is recovering ‘from motor’
impairments. He belongs to a rich and cering family and is receiving extensive -
treatment also by private services that closely cooperate with school. Some:
initial behavioural disturbances of disruptive nature (biting schoolmetes, . .
breaking things) seem to have disappeared. He receives individual lessons four  °
hours/week for reading and writing, and support within the class by co-teaching ¢
for four hours/week. His integration is considered as one of the sthool's -
successes. : <

Boy aged 14 attending second grade - . . g ‘
o > Fo f”u' d
Multi-handicapped: cerebral palsy with severe speech impairments. He{
cannot walk and has practically no speech. He has presented one of the school's:
main problems as apparently most teachers of his class did not accept him and.. .|
refused to give him any physical help in the classroom, claiming that it was - -3
not their duty (which is true). At present he aeems to be taken care of mostly: ‘;
by his schoolmates. The problem of his incontinence was solved by students of - R 2
an higher grade who offer to help him to the toilet. During a long period he <3
spent in hospitil his schoolmates visited him regularly to keep him up to date \%
with school activities which he is eager to follow. He now receives' €ight’
hours/week support within the class through co-teaching. We were informed that:: E
service staff "fought"to have such a solution accepted, mainly in order to hlve
another teacher in the class to counterbalance an unfavourable situation fof . ]
the boy. There he participates in the group-splitting planned for his class, ;'
The student's mother wants to take him another school, but he strongly refuses.. -
to leave his class. Although the presence of an ancillary help would probsbly:
not have solved the problem, it would at least have given the teachers fews
grounds for complaint. -

Boy aged 13 attending second grade

He suffers from epilepsy. There are no real problems and no special: .
plans are made for him. He participates in ordinary school activities, R
2

Boy aged 17 attending second grade =

Epilepsy with mild mental retardation and slight walking impairment due .
to brain damage. Strong medical treatment to control epilepsy further reduce *
his alertness. He is the oldest student of the school for the reason that he " -
was born in a foreign country where his family had emigrated and where he did- j;
not attend school for some yeers. Nor did he receive proper treatments for his ..
epilepsy. He gets individual lessons for six hours/week for reading, wnting
and mathematics. The reason for so much individual teaching is that, die to his'.
age, he feels uneasy about getting too much individual attention within the -
class. He participates in group work twice a week with a class from a higher . \%‘
grade. .

v;’.

Bl d
1
N

N g . i
el S R R S R

S T LM e e e Eae




YA
A f
*

Girl cged 14 attending second grade
.t "

Severe mental retardation. She is now starting reading and writing.
Support is provided within the class, in small groups and individually for a .
total of eight hours/week. Other students with learning difficulties are
present in the class, although not formally asseased. .ot

Boy_aged 13 attending second grade N

He shows emotional disturbances and slight learning problems (dyslexia).

He receives support for five houts/week by class-splitting (three hours) and
‘co-teaching (two hours).

Girl aged 16 attending third grade : N "*-:‘:

Downs syndrome. Reason for age exceeding limits is that she formerly
attended a special school for four years (elementary) then was kept at home for ...
some time by parents before being sent to sn ordinary school. Difficulties sre - o
reported in the whole first year of integration. Apparently she benefited from i
working in small groups. Teachers are very caring. Present plan includes three. = -

- hours/week co-teaching during mathematics lessons, and three hours/week of
additional extracurricular asctivities (she attends a group meking cersmics) in
order to improve her manipulation skills.

Girl aged 14 attending third qgrade

Downs syndrome. She hes never had real problems with school, having . ks
cezpleted a successful elementary cycle in a good school. She follows @ll. ...
school activities by performing tasks involving little difficulty. A °-.
combination of positive factors such as good teachers, family cooperation and
the girl's willingness to learn have mede this situstion unusually smooth.
Actually teachers did not ask for extra help. However three hours/week co~ ...
tesching are pianned during mathematics lessons. The main school concern seems
to be to prepare the giil for vocational training next year.

-8

Boy aged 14 attending third grade

Cerebral palsy with no learning problems. His social integration is
excellent. A support teacher is co-present for four hours/week during Italisn - .
lessons. The main help she gives is to write what he dictates when he is tco - 5
tired because of impairments to his hands. Sometimes schoolmates also provide - .
such help. Often the support teacher helps other students in the class. Many

teachers said that "“N" is the type of handicapped student they would like to ﬁ.
have in their classes. x4

Boy aged 14 sttending third grade

His leurning difficulties are mainly due to speech impairment. He
receives six hours/week support through class-splitting (two hours) and
individual leysons (four hours) during which the support tescher is assisted by



a speech therapist. He shows a very strong desire for aechunicai work (car . - |
repairing) and school and services are trying to find a place for him on a
vocational training course. -

It is clear from these few cases that support teaching hours are not . .
allocated to single handicepped students in equal amounts as the law directa,
but are deployed according to educational priorities as evaluated by the .
school. We will refer to this issue later. ;

About half-way through our study a new handicapped boy joined the,. ]
school, coming from snother area of the town becsuse his family had moved. "P" .~
was 16 and put in the second grade. His record says "slight mental retardation
he escapes from tasks and situations, is socially meladjusted. Very low'
selfesteem. His being above age for the grade in which he was put was due to a"
very difficult school career hitherto, with frequent long sbaences thet clmd;
him to repeat grades. ) Tooe

He started his attendance at Scuola di Rienzo by showing someiprovo-.
cative sexual behaviour and using very coarse language, which seriously
embarassed both teachers and students. He began, too, to be incontinent. To
some extent we were able ourselves to witness how the school reacted to such an
"adaptation crisis" and, as the outcome was rather positive, it may be
interesting to hear of some of the initiatives taken. T e

First of all, the integration of "P" had a promising start as a good
class was available for him. It ie difficult briefly to describe a good class; - °
although it is easy to recognize it when you are on the spot. What happened in. 7
this case was that the teacher of Italian lsnguage (17 hours per week in class -
as she was also teaching history and geography, and spent four hours -
coteaching) took on herself the main burden of integrating "P", at lesst in the '
injtial phase. Then, because of her existing non-competitive, positive.end ™
cooperative relationship with the other teachers of the class (incidentally "
this may bec one feature of a "good class"), nhe slowly obtained the commitment -
of the teaching team.

She started by discussing "P's" provocative behaviour with the whole ..
class with "P" present, with the aim of understanding, "decoding" as she said, -]
such behaviour. She said that his provocations were so explicit that it was not =~
difficult for them to realize that "P" "was manifesting his uneasiness and his “..
fear to the extent of becoming incuntinent like a baby". Then she added "my . -
class is used to discussing snything; however one or two boys started to tease’
"P* and sc.e of the girls to laugh at him, so I made them feel wretched." -

In this case, the school psychologist's function was to monitor what was
going on rather than take an active part on it, because the teaching staff ::.
seemed quite able to control the situation themselves. Of course, in most cases -
this is not so. Coming back to "P", his class was given four extra support _
teaching hours which were used for group work on mair subjects (Italian snd *
mathematics). .

There was general agreement that two specific activities provided the ":.
turning point in "P's" integration: first drama (as a subject) helped him to ..
start expressing himgelf in class. Then, on the occaaion of a week's school
camp with the whole class outside town, his incontinence stopped.




Teachers would probably tell that this short account sounds too opti-
‘mistic because, as they say, the basic prcblems are just beginning to show. It
is true that "P" may now be considered as integrated in the school, meaning
that he has oveicome those initial disabilities that would not have allowed him
to participate in school activitics. Hovever, latent difficulties remain: he
‘may develop sudden refusals or withdrawals, and his lesrning sbility is
- certainly rather low. Nevertheless, communication has been established between
himself, the class end the teachers, so the situation may improve. Then, as he
is already 16, the main concern is how to prepare him for work.

Preparation for individual integration

Because of the special history of this school ~- hendicapped students
" have always been present -- integration is in no way an exceptionsl occurrence.

In most ceses the school is informed in advance of the srrival of a rew. -
hundicapped student, especially if he or she is coming from a school in the .

_ locality. Professional staff working in elementary and’lower secondary schools

in the area belong to the same team and they meet weekly to discuss trasnsfers -

and new placings.

Usually a meeting is arranged with the service staff and the teachers of -
the grade a particular student is intended to join. At this time his situstion.
is made clear and a class is selected. Service staff have told us that the -
extent to which teachers shnuld be informed in detail on each csse is still o-
controversial issue. On the one hand they are afraid of influencing teachers*

attitudes and expectations negatively by listing difficulties that may to some

extent develop in response to teachers' attitudes and expectations: on the .

other nand, they are obviously aware that teachers have to be informed about

the students' problems in order to be sble to face them. There are no fixed = -

rules and decisions in this respect are taken on an ad hoc basis.

The selection of the class, which is often a problem in other secondary
schools, is easier here where every teacher expects to have handicapped pupils
in the class, the main consideration being that the distrioution should be
fair. However, school psychologist and social worker mey strongly urge that @
particular child be placed in a particular class if they think this the most

oy
o

suitable. Once the class has been selected, normal students are informed about .

the new schoolmate. When she or he has visible physical irmpairments, this is

explained to them. Their help is always asked. The preaence of a handicapped
student in a class is now taken for granted by parents of the normal ones. The
situatior is discussed with them only when there are special circumstances.

4. EDUCATIONAL PROGRAMMES AND ORGANTSATION OF TEACHING
Timetable

Monday to Friday: 8.30 - 13.30 h. school activities
13.30 - 15.00 h. lunch break and free time
15.00 - 17.00 h. school activities
Saturday 8.30 - 12.30 h. school activities

Total school time (excluding lunch break): 39 hours per week.
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BCHEDULE OF BUBJECTS

(spplies to 611 classes). ‘ R i 7
Subject S feachers .
: . pef claasrooa .

Italian lasnguage 8nd literature

Mathesatics

Foreign languages

History .

Gymastics and gma

Geography

Science and teehniquu

Music ~ bl

Arts . . s = B A

Religion Te e

Co-teaching Itsuan laﬂguage & literature . pw
and theﬂtrd LTt .2 '.

Co-teaching Italien lenguage and mathemétics

Co-teaching-Italisn = foreign language . .

Co-teaching méathematieg=seience & techfuduéa

Co-teaching Miﬁ-ﬂ‘tﬁ . .
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in Fitst and second 4rades the bame teacher is i:eaponaible f‘or Italian
language, history and geogfephy. ih the third grede two teachers - ars
respohsible for Itslian langu&ge @Ad hiatory-geography, reapectively.

j this basic plan involvés 511 curricular aubjﬁcta plua theatre whielv,
| ah extra~surricular activity and which is taught together with Italiesn 1anm
- shd literature for two hours a8 week, meking a total of 24 houra for twelye:
< classes, During this time aach elass ususlly préﬁares a drmtic pxece'agd
-~ perfofiis it. T e “,;fjf:"f;f', N k
5 Coat ~,-,..,( . 34‘) ol

As there are five teachers for extra-curriéuiar tctivities each; giving
... 18 houts a week, the remaining teathing time available is of 66 hours (90 totsl): 5
N hours less 24 already included ifi the general plan) This ‘time -is mtl‘
) devoted to split classes in the folltwing way
The clasges are first divided into groups (two, aometimes three); the" grodp«
from different classes then joln together for same exttra-curriculsr activity
outside the classroom, such s photography,. ceramics, painting or printing:
While part of the class is thus engaged outside the curticulum the teacher
remaing with the rest and is usually sble to do remedial teaching- -and- ‘give
individual support to those whao need it. Thia arrangement applies to ali
groups, turn and turn about. . : - :

-.«,‘vj'j

< Particulsr attention is paid to the criteria for aphttiﬂg In quito
number of cases classes are split so as to have the "extremes" togethe:
meaning the most gifted pupils with those needing the most educational help;:
According to some teachers, this arrangement allona them to put -the bright
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‘ In other cases classes ate spht accordmg o’ pdpils' ébilitiﬁa. In two,
instances curricular and extra-tGurricular teachers preferred to €arry dut - N
'jomt progremme with co-teaching. Whichever way is chidgen, however, the averred -
aim is to provide extra teaching, or teaching according to iﬂdividual needs,
within a general arrangement mvolvmg the whole‘”school; th!l{'. is] ‘withdot
‘making special groups. . ot e «-'5*,',‘}”1" St

This plan still does not fully absorb teachers' time wluch, as we' hav
- said, is 18 hours/week. The remaining time is spent. duri “luich and" fz‘ee} £
‘activities break from 1.30 to 3 pa. This interval is® coneidored a8 essentiaily 7
>~“'a part of the educational progtamme ‘and curriculdi“and extrd-urficulaf . %
.. ‘teachers attend in turns, having lunch with the pupils andfassisfing them in <
3. their free time. Thia opportunity to be with studerts in a rontekt otfier than
" the classroom enables teachers to have a fuller understafidirig 6f thew’ becat.tse? :
0o obvmusly, their behaviour is likely to be different in difﬁ!rent eef:tiﬁgs .

ol - 9
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. The organisation of support activities A S m‘

N 5*:)» RN £

In addition to the arrangements juet described which apply to the whoie

. have the right to receive six hours a week of extra teaching for each one o
“ them. s A+
" Mith twelve handicapped pupils on the roll at the beginning of" the gchool y&ar/ '
. == one for each class -- the school has 72 extra teaching hours availkble. Thig: 4%
corresponds to four full-time teachers: ; o e
When we listed the students who have been formally assessed a8 in need of extra“
help, we also mentioned the humber of support teaching hours allocated to each-
of them or, better, to each class -~ a total of 61 houra/week. The reméiningf
eleven hours are flexibly used to meet -emeryencies, uﬂexpected problems or to
provide additional help temporarily to certain classes. For instance when the
>" new student "P" joined the scthool, it was posaible to provide extra help to hic
. ‘. class out of these remaining hHours. - o TG
~ The present system for support teaching is tﬁughly the 'same as- for extta-f g
. curricular activities: co-teaching, and splitting of classes; with the addi- - :Q,
+. tion of individusl teaching (uhe to one tutoring) in particular case$ @and for
particular subjects. This means of providing support is rélatively new '(until
recently it was given in special groups) and it still raises problems. Some
teachers have adopted it with confidence, others without enthusiasm. T
The main obstacles to co-tcaching weré compehtmn between teachera and
role rigidity -- in other words, one teacher was doing most of the work and the
_ other just tagged along. A solution that seems to be working is for the
teachers explicitly to agree for s given session who will take the leading role °
in the class, while the other helps students mdividually. Next time the rolee
& are reversed. o iy

Cos Y s

Splitting of classes for support purposes is usually applied to the- mein /.z.‘l
subjects (Itslian, mathematics, foreign language) for which there are several '
hours/week available. It is generally agreed that students in general, not only,
those who have particular difficulties, take little advantage of a lesson
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" unless they are able to raise apeéific,duestions, gef points clarified-
_ declare their own interests. This can be much better done in small.groups. o

Individual lessons,. away from the rest of the class, are- arrange'd_,ﬁg;
those students who still lack the basic abilities (such as reading, writing .and
numeracy) that are tob elemeftary to teach in a secondary class: The fact tha
some students with emotional disturbances may benefit from a gradual soci ]
integration -~ first through individual contacts with one adult,. then withia:®
small group and finally with the whole class -- is also taken,ir}tgaaécotﬁt,»;&e:sﬁ‘g

. Lo R I R A

During our study, the Teachers' Council discussed the;pbss;ibilityf\
working out graded tasks, possibly for each subject. The idea, is that a. single:
task should involve ,different  degrees of _difficulty, so that .each student is
able to perform at least part of a common taskand’possibly no oné can perfar
it fully. This idea was taken from a-“neighbouring:school and .the teachers
seemed to like it; but they were puzzled how_to. put ‘it into prat;tice.g‘ibq‘é‘ﬁg'_":
for professional help. This was provided by the social worker (althoughyit;wa#
not really her job), who contacted the school that had long experience of::ta: 3
grading and arranged for some of the teachers to. do in-service training

L

So much for decisibn-making and ;;lénﬁing. 'How;gpc‘ces\sfullif,‘-glém’:'iﬁﬁ.j_,i,},
put into practice is more difficult to assess. What happens first is.discussion’
of the general intentions by the Teachers'-Council; practical afrangeménts’fo

each class are then worked out by its.own Class Council. But it ‘is.
individual teachers concerned who really decide on the end-product. ..

3 gy
It may perhaps be useful at this point to give an actual- example(
teaching practice. Let us take the class of the 14 years old mentally :.:gﬁaif@(fgg
girl in grade 2 whose case we have already referred to briefly. We will calli’
her Gina. This class has one of the most clearly spelt-out weekly plans whichg?
in our opinion, has been translated into good practice. . - R RNCET ) 20
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The class is a second-grade one with 18- students of whom.Gina-is the:
main problem. She has severe mental retardation due to a presumed brain damage;:
although it was not possible to confirm this clinically. She is one year behind
in her school grade because her parents. insisted on-her repeating-the fifth:
elementary grade, in the attempt to provide her with some basic abilities, :such
as reading and writing, before entering lower secondasry school. Gina . ig~how
able to read and write with the greatest difficulty and uncertainty .and neecj’e
continual exercise. In addition to Gina, a dyslexic boy and two slow-learner
students with some social and behavioural problems are members of the class

A support teacher is available for eight hours a week, which is somewhiat,
above average due to Gina's severe difficulty and to the presence of ‘other
problems. She attends morning school only, for a total of 29 hours/week instead
of 39, and leaves after lunch. This arrangement is not unusual in a full-time
school, when parents are available to take care of their children in the
afternoon and school cannet fully cope with the student's problems. In the
afternoon, .Gina goes to a swimming pool three times a week. 5

n
RSN

It will be seen from this timetable that Gina's week includ.e's'l.:he 13:1,?(
hours co-teaching as planned for all classes, plus two hours co-teaching

Italian -~ extra-curricular activities, her class having opted for making .and
decorating pottery. o
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HE " WEEK }!'TIK]A%E_Q{E*'{GIM}S?;(;QA,SS >
HOURS MONDAY TUESDAY . WEDNESDAY | ¥ - THURSDAY FRIDAY SATURDAY
8.30 ITALIAN MATHEMATICS ITALIAN ENGLISH MATHEMATICS ENGLISH
curricular curricular . curriculer "Gina" is out curricular "Gina". is out
9.30 + support .+ support teacher of the class + support of the class -
teachers teachers Co teachers
9.30 ITALIAN ENGLISH ITALIAN .. ] ITALIAN MATHEMATICS ITALIAN b
curricular "Gina" is out extra-curricular | ENGLISH curricular extra-curricular
10.30 + support of the class activity " | co-teaching + support activity . w
teachers co~teaching ’ teachers - co-teaching =
10,30 . MUSIC HISTORY MusIC " TEGHNICAL ARTS HISTORY g
curricular curricular ARTS . .3 EDUCATION curricular curricular -
11.30 teacher teacher co-teaching curriculer - teachers teacher ©
: - teacher =
11,30 MATHEMATICS GYMNASTIES . TECHNICAL - GYMNASTICS ITALIAN & © ™ RELIGION 45
TECHNICAL * curriculer EDUCATION curriculér THEATRE . curricular 3
12,30 EDUCATION teacher curricular teacher co~-teaching teacher o
co-teaching T teacher > ) ‘ -
12,30 MATHEMATICS GEQGRAPHY " ITALIAN MATHEMAT ICS ITALIAN &
curriculer curricular MATHEMATICS curricular "THEATRE
13,30 teacher teacher co-teaching teacher co-teaching
13.30 lunch break lunch break lunch break lunch break ~ lunch break
and and and and and
15.00 free activities free activities free activities free activities | . free activities
15.00 ENGLISH ITALIAN MATHEMATICS MATHEMATICS ITALIAN
curricular curricular curricular curriculasr curricular
16.00 teacher teacher teacher teacher teacher
16.00 GYMNASTICS ITALIAN ENGL ISH HISTORY GEOGRAPHY
curricular curricular curricular curricular
17.00 teacher teacher teacher

teacher




it is having English lessons. There is no point in her joining these
ss she can scarcely write. or resd Itslian, even. Her individusl
lessons sre, therefore, for writing and reading and.they represent 3

the only time she spends outside her clsss while she is at echool; R

-- Five hours are used for co-teaching and class-sphtting.*Two hours ‘of
Italisn language sre, for instance, planned for -Monday ulorning.;Tho
class is first split into two groups who sre supposed to diacuas t_he
same subject, but separately, one group:with:the curriculer, \teaciie“x“i“ g‘,’?
the other with the support teacher:" During. the .group™ work: tl\em
students write down the. main points emerging fron -the, discuss
Gina is encouraged to join -~in and, when she -says" somethi th;%
teacher or . 8 student writes it down for her -= the main‘aim at t 8-
time being to help her participate. Otheér students are, of courae;;
helped too when necessary. Books may be consulted. - oo

'-&

After this, the two groups join in order to exchange wiewsu :
information. In this phase one of the two teachers is responslble for the
cless while the other is helping students individually, The:legson ends: ij"%

. each student writing down his or her own impression, and saying.what'intes:
rested him or her most, personally. In this they are given«individuel help
Gina will be ssked to write simple sentences while a teacher is eitting nexlg‘

to her., Quite often it hsppens that one of the brig-nter atudents will [\elﬁ

her. %
: P e - ,m?»{::
An Italian lesson may also start with a Joint discussion, 80 doee ths.g
two-hour mathemstics lesson on Friday mornings, when the curricular teache!‘
alwsys begins by explaining a particular item to the whole class. Gina is’ noj"
usually able to follow this and some other pupils seem to have difﬁcultiel
too. Sometimes Gina can grasp one elementary concept out of the whole le
with the help of the support tescher who sits close to her. She, theny apecfigi
individusl exercises to fix it in her mind. . R

This mathematics class is next split into-two mixed ability groups with":w\
one tescher in charge of esch, and the students are given tasks linked to the’““
previous lesson. The small size of the groups allows teachers, to explain thinga
individuslly. Gina is alwsys put in a group that includes some of the’ brighter
children who csn get on with the job with little further explsnation or helpy 3
so thst the tescher can concentrate on her particular needs. When the others:
have finished their work they too may help Gina. She, in turn, is encouraged -8,
do something for the class and she is always very happy to comply., ForJ
instance, it is ususlly Gins, with the help of the ‘support. teacher or- one ‘ar,’ 3
two of her clsssmates, who constructs the plane and solid figures for use. by foX
the whole class during geometry leasons. She .is also able to make einple*?i'
messurements on which the class csn base more complex calculations.

£ .
In this clsss, particularly, the teachers ‘are trying tp develop a eysten

of "grsded difficulties" in which eath student is able to- -participste ﬁn' 5,

joint tssk to the precise extent of his/her own ability. They. themsei

consider thst they have alresdy succeeded to some extent with geometry where

is appsrently essy to work out tssks in terms of ,a scale of sbilities, frm




.3

“splitting for support purposes, co-teaching for interdisciplinary purposes (the
" In other words the two curricular te rs present in.the classroom
" interdisciplinary education. Sometimes an effert is made to integrate twe o

/. subjects by s joint lesson, but spparently this has not- always beon euonesafils -
., Interdisciplinary co-teaching does work succesafully, hcwever, when.teachers .

_which students 1live. Those from two slasses work st it far two hours a:week; ..

elementary draughtsmenship, through actusl meamuring, célculgtim that are n
aimple, then complex, and finally ta ahstrast eongepts. . N - .

Another principal objective is tg ‘-foster cooperation batween_ the

;. students. Group work offers the best opportumity to stimulate.thim, so, whena =

. ‘pupil asks a teacher to explain mthjn?, he or she is'1likely to get the -
snawer "see if anyone in the group knows; 3

». help you all". In fact, the teachers spend part of their time monitoring the . =3

- « students helping each other -~ in ather words, teaching group eonperatien,

ne.ona does, -then I will have to . ' -

7Y ~ !
N iheg

Altw these .obo‘e;\imtiona have . refeered "to co~te§étii?n andolqnv ~

six hours included in the basic school progremms) follows mueh the sems. lines. .

to
be more concerned with getting the students ta participate then with imparting -

plan a common programme of class work for the whole of the school -yeer:!far:
instance, a8 group of curricular teachers (msthemstics, technical edueation, -
Italian and arts) planned the preparation of A detmiled map.of the district-in

Such taaks, involving quite different levels and types :of. sbility:- and
performance, allow both atudents snd teachers to find a role of their.own. .. .

PR < - ;;,"fﬁ:,‘x%,.'z' BRI
Coming back to Gina, the fact that she was not there after lunch:induced
the teachers at first to conceptrate the more difficult lessona.. in. the -
afterncon -- some of them no doybt -~ spying "at laat we will be able to.teach
properly". However the teachers have now pealized that, as. well as subjeotn,
they have transferred some of their special methodology to the efternaon hours, '~
even though Gina is not there. Her abaence makes things eamier, of course, byt -
it looks as though the innovations that were made in this elama because af Gina .-
have proved to be of benefit to-others as well. L RN

Have handicapped studenta been the cau.ae of innovations in the agh_go:l?

According to the last example the answer is affirmative, as. it ig if we .
consider the recent experience with other single cases. But if we logk back at
the school's history, the question ia more controversial.- In fact, this schan]
started its integration by practically reproducing the original special groups
of the special school from which it originated. These consisted of four or five
handicapped students who were taught separately for # part of the day. While.
retaining the special group idea for the handicapped, the school. retained, too, >
the traditional teaching organisation and methods for its normal students: ope . .°:
teacher for each subject teaching, in his/her class. The fact thut .the
handicapped were at that time mostly physically impaired and that part of. the -
special institution's staff was still available to give some support and advise
in terms of the only practice that was familiar to them (practice in the .;
special institution) probably contributed to a stable situation being
meintained for quite a long time. T .

But other students, as well as the formally-~assessed handiéappgd,
brought innovation to Scuola di Rienzo. The full-time. .and. the different .
teaching system, which is a main innovation, were in fact adopted because of

‘
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the socially deprived and maladjusted children who joined the school in the '
mid-70s. It was alao because of them that "normsl" parenta started to question -
the school -- with vsrious outcomes: aome of them withdrew their children, -
othera were persuaded to change their attitudes. It seems therefore that the -
handicapped students themselves had & rather marginal role in the school being
innovated, although everybody agrees now that the present organisatmn is, .on;
the whole, better than the previoua one. . AN

\}),

However, if it was not because of the handicapped then it was. beceuee
of other external agents that the school system could start an innovative
process. The theory that the real potential for innovetion is represented by en’
actual crisis in the system is not contradicted. In other worda, possibilitiu ]
of change are greater in a system that experiences ita own inadequacy in' face’
of a new and real situation, than when such a new situation is only souethi
in a plan for the future. e S :
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Of course crisis in a system may have various outcomes. In the ‘case: ofﬁ
our school, if all or most of the "normal" parents- -had withdrawn their"
children, little innovation would have been possible. This illuatretes‘why
service professionals have often stressed the need for maximum support in-a §
crisis, whether it concerns an individual case or a whale system. To‘cbnclude~
this brief history of change: once the school had adopted: the new:system md@,
had lived with it for some years, it was not difficult to meke teachera realisé":
that it was giving positive results also for the handicapped -- or, at leeet. ,
that academic results were not worse than those obtained with speciel groupe',' g’ﬁ
while social integration was always better. :1 s

o
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Major problems still to be solved

We did not learn anything new on this subject. According to? school &
staff, the main problem was the lack -of resourcks, with special regard to:"
laboratones, equipment and ancillary help for the severely impaired students.
Teachers stressed the point that they had 'iad to bear the full load.of
integration, although they had been _little ‘prepared for it. Service: stef,(
agreed on the lack of resources. out they added teachers' qualificetmns to thc,;
list of oroblems. Nobody seems really to know what kind of qualifications
teachers need to be sable to cope with a fully integrated s1tustion, wherea& I
everybody knows teachers who do it very well. 2

; ’ ’é

We are here touching on a problem that is by no means peculiar to this
school ; it pervades the Italian situation as a whole. In other countries; i
special educational qualification is regarded as invaluable in those concerned»"'“ﬁ
with integration; in Italy, however, it has never been popular among ordmary =4
teachers, ror, apparently, very successful when it has been attempted. Thore”“j
seems to be three reasons for thm. 5 3

-- To our knowledge, quite a few ordinary teachers have refused special
training or to spply the reccmmended techniques because they believé
neither to be the requirements of integration which requires the ush_




of different resources. "If I had half a dozen students all élike I'd -
quickly learn how to teach them", is the sort of comment we got;

- -- The few schools to which this special education was available (like

. Scuola di_ Rienzo) ware probably not able:to select what could be
. useful in an ordinary: class and what could not because it was too
strictly teilored to a special setting.

So, although' it ~has followed a quite different.route, our school .seems
.. to have reached the same conclusion as many others, namely that a.possible
.- solution —- which for many people ia also the best solution although.not quite -
v the easiest one -~ is to develop integrated education through practice snd -
i, experience in the school ‘itself. The teachers we spoke to certainly bore this . L)
. “out when they said that the greatest help they had had in their work ceme from.

- -what they lesrned themselves while on the job. . o } K

Practice was seen, of course, to include exchanges, of experience,
r confrontation, analysis and evaluation of one's work. Attitudes were not. "
" mentioned as a problem -- indeed, normal students' cooperation was remarked
.. upon as one of the-most valuable resources. e T oL

<
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! Factors that.make a-school qood for intggration S oL,

O When we asked the teachers what these were we received the seme.answer-

© @8 to the previous question about .problems; . .nemely resources. in, terms of < i?

" equipment, resources in terms of special skill, resources in terms of specia- o3
lists' support. So, factors that make integration possible, or successful , :are -
identified with the problems, caused by their not yet.being rcalised. This -
reaction is not unusual in the Italian context.-- although it is never fully |
Justified by an actusl lack of resources and skills. It may have some.connecs .
tion with what we heard a teacher say: "When something -is .difficult one always ..
hopes that somebody or something will. turn up with.a solution", ... .; ... N

3
e ey

Won . e,

In the course of a discussion on this point the:.teachers agreed.-on.six .
factors in particular that were important in sttaining successful Antegration.
They were these: SN S <o .

-- Flexible teaching arrangements'to meet individusl needs;

-- Teachers'. collaboration not being the. result of "occasional words in . - .

the school corridor™; but-of regular meeting at scheduled- times; L F
-- Support from the parents-of ordingry. students. It was stressed that,
. unless parents understand and share the bssic aims of integration s
e (involving as it does handicapped as well as normal students), .it is
difficult for a teacher to mesnage an integrated class; Y

-- Adequate help from professional staff;

-- Cooperstion of normal studenta. This is cmsideréd an esser{tial )
resource for successful integration; .
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- Wide variety in the sbilities possessed.-by teaching staff, including:
those of an extra-curricular kind. This!is obviously essential if an~
adequately diverse progremme of learning is to be maintained. . %

. N e Ay ‘H}\}‘

, Some of these- factors will be recogniaed.as useful prerequisites of,
integration, others are elements of the integration process iftself and sre thus:
important ingredients in the school'a potential - for change.. - Whether this ;
potential can be assessed beforehand, or it can only materislise in’the sctuals
process on integration, is an open question. If the lstter sssumption is;to:
some extent acceptable, then an important factor that may'meke a-school.q %
for integration is the very preaence of handicapped studenta, or, at least,.: ﬂ\."’g
school 's keenness to accept them -- and that in itself mey be evidence:of ité:
potential for -innovation. R TE T
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5. CONCLUSIONS IR
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We have already made a number of comments in passing, snd these may:be’

read as conclusions in the narrow circumstances in which they were let fall.: In,

fact, though, we did not see anything extraordinary in this school, either-in:

terms of teaching methods and orgenisation, or of resources. The ten ncys
towsrds adapting teaching to individusl needs is a consequence of.an: educi

tional system that is both comprehensive and compulsory; end the way: Sughy:

adaptation is being attempted in this school (through-class-splitting,: cow:

teaching, extra-curricular activities, etc, rather::than throudt»"sepu‘:ﬁzj

<

special teaching) is being attempted slso in meny Italien schools, sometismd:
with better results. Incidentally, measures to‘provide education aceording‘“@o-*
individual needs and abilities are a necessity, as.the-number of students-who:
did not complete the lower secondary school of late. has . been. rapidly:
increasing. L. < . Cr et

<550

IR s . o v . Tl 2 R

Such dropouts. -are not . handicapped,.: but <“students - who, for:;.-«.vni'ipuz{;
reasons, just do not succeed in adapting to the present school aystem. This:
phenomenon .is worrying school suthorities and innovative schemes are already,
under discussion. In practice schools: with most dropouts are those. who; show.
most' resistance to innovation; but perhaps ‘they have little inclination.for:
innovation because the students leave them so quickly, allowing -them.to:
maintain a status quo. Indeed, there really is no need to change because the’
problems that should be met.by innovationh are no longer there. * ~ : ' '

SN
Coming back to our own school, how it meets.the- full ‘range. of poaaiblg};
individual needs and whether it provides high standard-teaching in every class:

is doubtless open to question; however, it is revealing that no student léf:t;’ii
in recent years: without having completed the. full educstional cycle. R

4

»
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The -summary of our study, then, is-this. Scuola di -Rienzo-is' Undergoing
s process of change, just as other-schools are doing. 5o far es concerns the.
education of handicspped students, this process atarted with some delay and-in-
a way different from other schools-practising intégration. Perhsps the only’
peculiarity worthwhile mentioning is this: while in other schools integration:
has been, at least at the start, a strongly controversial issue, in this one s,
choice for or against integration:never had to be made as handicepped students-
had always been there. It is difficult to evaluaste now to what extent’s
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-~'relat1ve lack of ccmmitment on principles and on general aims there helped to
. smooth out conflicts, and to what extent it precluded any impetus towsrds.- - ..
4 : reaearch or innovation. »

Another difference worth commenting upon is that while in other achoola Lot
special education techniques, as such, were either considered not to be useful
* or, in any case, were not available, in our school special education was both )
sccepted and available. However, the outcome wes finally the same: ordinery .
teachers had to find their own way of dealing with the hendicapped and with ell
. - others creating problems. Incidentally, we were told several times that once

. ordinary teachers reslise that the education of integrated hendicapped students - .
~ is meinly thexr problem, then they are ready to benefit from the techniques of,}
. specisl educstion. ' ’

ihis spparent paradox -- specisl education is useful when ordimry .
teachers can do without it -- is 8 sure sign that the problem of how it can.’
. help integration (everybody sagrees that it could, or it should) has no’. yet
been solved. L
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INTEGRATION"AT SECONDARY LEVEL IN ENGLAND b

DRAYTUN SCHOOL, UXFURDSHIRE L e
7

by Jim Conway -
Banbury Teachers Centre, -
Oxfordshire County Council S

1. THE SCHOOL'S SETTING IN THE ENGLISH EDUCATION SYSTEM

Introduction

Since the major Educauon Act in 1944 the provision of education in.

England and ‘ales has been the responsibility of locsl education suthorities. -

Under the general guidance of the Department of Education snd Science snd the.

Welsh Education Department legislation requires local education authorities to g

provide primary and secondary schools and make appropriate specisl educational :

provision. As. a8 result of local government reorganisation in 1974 there arg<%

. now 104 local education authorities in England ant ‘.ales. The majority servo&{
5 total populations in the range of 125 000 to 35C 0G0, the exceptions bcing

larger cities and counties. g o

Each authority may organise its schools to cover different age rangu A
The most common arrangement is for primary education to cover the 5-11 ageir.:
range either in one school or in separate infant (5-7) and junior (7-1%). 2
schools. Secondary schools provide for the 11-16 or 11-18 age range, 16 being}
the upper age of compulsory schooling. However come local - education’
authorities organise schools differently, for example in the age ranges 5-9, 9-"
13 and 13-16 or 18. T

5
The Oxfordshire Education Authority provides for a total population of i
approximately half a million. Apart from major centres of population in Oxford *‘
and Barbury, the county is a mainly rural area with small towns, some of which
have local industries. ; ;4;3
The school on vhich this study is based is a secondary school of 1 2(!) y‘
pupils situated in Banbury. It covers the age range 11-16 and was planned with - i
a special education unit. The present study describes its organisation, the
development of its special education policies and the steps taken to integrate. 3
individuals with special educationai needs into its work and daily life. - :
Finally progress to dste is evaluated -- a process which was facilitated by the.
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inclusion of the school's special educational provision in a research project -
undertaken by the Nationa; Foundation for Educational Research.

Special Education in Oxfordshire ' N

Before the present local educdtion suthority was established in 1974 ks
constituent areas had had different policies whick included the provision of. ;-
3pecial schools for a range of disabilities, the provision of specisl-units .y
such as those for the partially hearing in ordinary schools and the placement .
of children “in specisl schools outside the™ stea.. “Units for moderately
intellectually retarded pupils were built on to. secohdary schools buring the- 7
mid-sixties when meny other local education suthorities were extending. their i-.
network of special schools for pupils with similer dissbilities. These uhits -
were self-contained and the children in them often had little contact with the -
school of which they were part. T e T s

ST E . ' LA
.

After 1974 the Oxfordshire Education Authority“embarked on é programme. = -
of building additional facilities for apecial education in selected schools. -
When new schools were being built special educational provision was mede. Over -
the same period the Seminar Adviser for Special Education attempted to develop
the work of units for the moderately mentally retarded so that' they became less
isolated and more flexible and that the ataff and children in them became more -
involved in the academic and social life of the host school. Children in the Sk
units were included on the roll of the mein school and in eome ‘schools began 53yl
registering with regular clssses and attending Iessons with them. It hes since .
become county policy that units should have the same status 88, and be treated “<
as, subject departments in the school and thus the tescher in charge should-be.
on the same salsry scale as other heads of department. : o

During the lste seventies the authority bacame increasingly concerned -
about the number of children placed outside the county for special education 3
and 8 decision was taken to expand provision in the county. This included -=
extending the range of disabilities end learning difficulties eligible for
support by specisl education units in secondary schools. This development was :
financed by the savings made by reducing the number of children paid for i. .

out-of-county special schools. N

A ‘ L

- t

2. DRAYTON SCHOOL ITSELF

The Make-up of a Comprehensive for 1-200 Pupils -

The school is situated to the north-west of Banbury where it serves an. "
area of this old market town which has expanded repidly in recent years to
accommodate an influx of families, many from London and Birmingham, who have
moved because of the availability of jobs-bnd Houses.. - .o

Drayton is a comprehensive school of 1 200 pupils aged between 11 and 16
years, It opened in 1973 and the second phase of the building programme was
completed in 1977, This included a suite of rooms for pupils with moderate
degrees of mentsl retardation. The only special school in Banbury is a small
area school for children with severe degrees of mental retardation. Thus the
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- vast majority of children including those with s wide renge of special =
- educationsl needs attend their local comprehensive school. The school is well . _
- sppointed with specisliat roome for the teaching of art, domestic science, -
woodwork, metalwork and science, a language laboratory, thestre, a suite of - -
mysic rooms and a sports hall and gymnasium. > ]

tr

.\s. o

The /xsadmaster and the three deputy heads form the school - senior - -
mansgement team. The first deputy head is head of psstoral care, and acts as .-}
school counsellor snd shares the duties of professionsl tutor with the eecond -
master. The second deputy heed is head of Curriculiw Studies. In additiom to --.. %

“ shering the duties of professional tutor, the third deputy heed/second mester -~
is responsible for day-to-deay administration. . e e

- A
CIRT ~4

. The school is staffed on the following basis: ' RB

Pupils aged 11-13 1 toacher per 23 pupils "

" " 13-14 1 " "2 "

" " 1415 1 " " 47 R

- n " 15_16 1 " " 16 " . N "; ;’é
- (";4

The staffing of the special education unit is additionsl to this and “‘:

will be described later. , U

Y

The school is alsc sllowed 290 hours of ancillsry support which includes &
assistance with reprographers, lsboratory technical and secretarial help. The e
academic orgenisation of the school is based on subject depart=ents, the Heads _ '+
of which have considerable freedom in respect of the way their subjects are. '

taught. o

The school is organised on a “year" basis. Esch year group occupies a
designated area of the school and comes under a tutor who lesds a team of form
teachers, responsible for care end discipline, and meintaining liaison with
outside agencies as well ss fulfilling supportive and co-ordinating roles. -

When pupils come to the school they are placed in mixed sbility classes ™ i3
and they normally remain in these groups for social and pastoral care P
throughout their five years in the school. During the first year sll-pupils, . ..
except for some who work in the Basic Studies Department, remsin with their ;
form teacher for & humanistics course which covers English, history, geography
and religious education.

¥

For the remeinder of the week pupils go to specislist teachers for
courses in French, mathemetics, physical science, biology, art, drame, music, -;"*
physical education and design -- including work in metal, waod, cookery and & -

needlework.
AL pupils, except: .some: uf:thuse folfbhon the Besic-Studies Department .
takes some responsibility; follow &-- currioulum for the first three

years. After the first yesr the hwmenistice course divides into its seperate
subjects and in the third yesr-wome pupile teke a second lsngusge. For certain , . 4
subjects pupils are placed in homogeneous sttairment groups (sets); in the - -
first year French, in the second French, English and mathematics and in the -
third year French, English, methematics and science. .

. ﬂ_«&mlo— - T e ro-
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Ouring the third yesr a lengthy process of counselling, consultstion snd
discussion takes place between teachers, psrents and pupils on. sn individual
basis to try to determine the best set of options for sach child. The
involvement of the Besic Studies Department in this procedure: for pupils with

special needs is substantisl. As in other years, indivicual timetsbles are .-

designed for pupils who have specisl educstional needs. . S
& ¥ . AR |

s
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At the begimiﬁg’ of the fourth year.s large umber of options sre mede .’

svailable, All pupils are required to take English und methematics, st lasst
one science and st least one tho the Humenities (geography, history, religious
education, cultursl studies); they are also required to tske games, snd a core
of spsuislist subjects which rotate through the yser (careers advice,.heslth
educstion and religious education). In addition tc these compulsory elements
they may then choose five further subjects from the following list: history,
geography, religious education, physics, chemistry, biology, art, needlework,
homemeking, home economics, child care, physicsl education, dence, shorthend,
business studies, business practice, metslwork, woodwork, general workshop

practice, suto-engineering, technical drawing, music, French, drome, English, ~ -

literature, Latin, Germen, Spanish, Europesn atucies, cultursl atudies,
computer studies. : I
. a PN NN N TR S TR
The school wmeintaine close links with Socisl Services,. Child Guidance
Clinic, Police and the Educational Socisl Worker. The Educationsl Psychologist
and the Psychistric Social Worker visit the school fortnightly on a Tuesday
morning end the Educstional Social Worker visits the “thool every Wednesday.::

e,

L s R . PR i b - .- R
Parents are welcome to visit- the school st any time. Although .en -

appointment is preferred, parents may visit without one and will slways. be:seen )
by a senior member of staff. In addition, meny official parents' evenings are
held each year. . C

- > ‘)"A
YN c, I T

Special Educational Provision . S . % R X S
: . reolpusts AL

The Basic Studies Department is based in a suite of rozme for .children

with learning difficulties. This includes four clessrooms, - a
woodwork/metalwork room, a large area with facilities for tesching. domestic
science/home menagement, a library/recreation area snd a staffroom/office. The
special provision obviously hed the potentialto be developed as 3 self -
sufficient unit; however, it has developed more flexibly;.as will be described
later. . < L - I AN

Because the Department does not work with a fixed full-tise population
of children, staffing is determined on the full-time equivaient of ths time

spent by a larger number of individusls with teachers in the departwent. The - -

estimated number on which st&ffing is based is 72 allowing 6 full-time teachers
to work with children with special needs. In addition 45 hours ancillary help
is allowed which is equal to one full-time and one part-time non-teaching
BSBiBtaﬂt. v ’ R

"

Apart from the pupils with severe degrees of mental retardstion snd-as-’ A8
small number of children who mey need residential education because of severs .
physical, sensory or behavioural disabilities, all pupils from & particulsr j\fr
area of Banbury attend Drayton School. Meny of those with disabilities e

-- particularly of a minor physical nature -- require no special educationsl
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support. The well developed schonl personal care system supports a much lsrger
number who have difficulties -- especislly of a behavibural/sociel nature.
However, for yet others something more positive is required-—— for exulple a
. modified or alternative curriculum and/or additional - pastoral support. In :
_.other parts of the country, meny of these pupils, who may be described as being
.educationally at risk, would probably attend ,speciel»~achools. To get the
numbers in perspective, it may be helpful to know thét during March 1982, ‘there- -~
were 3 330 children between the ages of eleven and sixteen resident in Bsnbury. o
Of these 29 or 0.87 per cent attended special schools. These numbers are. nede, £
p as follows: o

Locsl Dey School for the Mentally Handicapped A T
Oxfordshire Residential Special Schools- “: . N

Out-of -county Special Schools et . 14

o

All pupils who come into the- 8881C Studies Department at Drayton -are.
members of regular classes. As far as possible two or three pupils with ‘mode-
rate learning difficulties who need to be withdrawn from some régular: classes,
are members of each form. Two/three seems to be-abtout the optimum mr,
there is s danger of s single pupil developing as an isolate because, anongs;t1
other things, his timetable may vary considerably from the norm for:his classy:+
on the other hand, a larger group than this whose timetables varied from the*
norm could form a group with its own characteristics, 'which would not aid
integration. NEIRNEE S
More than a hundred of the pupils sttending the school are provided with
individual timetables which give them access to modified or alternative™
courses. They range from one who has a modified curriculum in’the aubJect
areas of English and mathematics to another who requires an entirely alterna-
tive progrsmme (taught in the Basic Studies Department) apart from’e‘rt’s and
genes (See Table I). RO . N

The Department has regular contact w1th specialists from the follo\unf
agencies: School Psychological Service, Socisl Services, Speech . Therapy e
Service and the Educational Social Work Service. Since September-1977, the -
area Educational Psychologist has-visited the school for sbout four hours every’
fortnight. She spends sbout two hours of this time in the Basic Studies -
Department during which she discusses with stsff general issues to do with the
running of the Department, the difficulties of pa*ticular pupils, and carries
out individual assessments. -t v .

e

A small number of pupils who attend the Department are supervised by a_
socisl worker or a -probation officer.: In addition, a -few pupils beleng: to
families who require the regular support of the local socisl services depart-
ment. It is, therefore, in the interests of the Department to maintain*contect
with these professionals. The Educational Social Worker visits the school’
every week. He is concerned with pupils who, for one reason or another; do not
attend school regularly. Recently an area adviser for special needs hasbeen ,
appointed. This should increase advisory support to teachers who have special
education resporsibilities in ordinany schools. .~ , AT

~ . R . . -
A . - g &




Table 1
MAJOR DISABILITIES OF PUI;ILS WITH INDIVIDUAL TIMETABLES

Disability ‘ ‘ Year Group

11-12 12-13 13-14 14-15 - 15-16

m»

Intellectual retardation 13 9 10 12
Educational retardation * 16 . 10 7 1

AV

Malad justed 1 3 2 -1
Physical disability . 1 0 1 0 -0

Language/speech impairment 0 0- 0 1, . 0.

31 22 20 15 10

* Including very poor reading skills and other specific .learning "%
difficulties. . . S

History of the Basic Studies Department

For an outline of the basic principles on which the Department was
started and, indeed, on which it is still run, we can do no better than quote
(with his permlssmn) from a talk given recently by the Head of Drayton School,.
Mr, D.J, Fairbairn, .

RSSO,

“"The Department (he sa1d), like any other, for example Enghsh maths .
modern languages, to be known as "the Basic Studiea Department", had smular
characteristics to any other department within the school -- capitation e
allowance, head of department, a physical area, a small staffroom or staff work.
room, and specialist staff with free access available to all facilitiea of the
school.

"Because of the concept of a department, the question of integration-
hardly arose. I suppose it did originally -- we had a period of conacious
integration at the beginning when principlea were eatablished, but now it. is
taken for granted. None of us would queation the integration of mddérn
languages in a comprehensive achool and therefore the same concept applies to
the Basic Studies Department. The staff are part of the staff in that they .
come to the common room at break and lunchtimes, etc., and the idea of tea or
coffee in their own area is one that does not ariase. Likewise, the teachera .:
may teach in other departments exactly as other departmental ataff teach in ™
other areas of the school. -One meaaure of thia succesaful integration of staff
is that the Head of Department was elected aa the ataff repregentative on the
governing body and this was in no way considered to be other than normal.
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"At the commencement of the echool, eohicitus integration was practised: ,

the basie principle that all pupils in the entire school are members of a form ... .

< this includes besio studies pupils: they register, are part of the simple. .’

house system, they lunch with, go to the tuck shop with their own form. Then, i
g:uorctﬁr\gttu their individusf needs théy spend time within the Basic Studies'
pﬁr ment ., 4 B -

s
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"We have (Mr. Fairbairn continued) developed certain characteristics
which may be peculiar to this Department: children who attend the base at-some
stags in their school carasrs for more thah three quarters of their time in °:
school (usually betuuse they cshhot cope sociglly with the meinstreas of the. %
sthool) ute eonsidered fullstimers es they will usually require extensive o
tdditional pestoral support. Much bf this extra pastoral support is. centred in i3
the Depurtment, .whi forme elose - 1ifiks with' perents, socisl’ workers, ...;
etucatiohal peychologists, ete., snd; in corsultation with the Careers-Master, ... :;
mské Brrangements for work experiefice and often finds jobs for some of the: '
less able pupils. Staff who are based in Basic Studies work closely with form
tutors, heads of department (pastofal), heads of department (academic) and, of
ctursé; myself. - < 2
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"The Department is not exclusive, especially in social terms; but during -
break and lunch timés it has becole a haven for the timid, iRBecure and-
inadequate youngster who mz of fay not receive the academié support-it;
provides. This has beent @ vital cohtribution to the support of mdny pupils.who -
do not have lesrning diffieuities, T s
"From the start we have beén determined that the Basic Studies’
Depsrtment should not be a "Sifk"s It was planned to cater for chiidién whe'
may be moderately intelisctually fetsfded -- but there are no hard 1ine8 drawn

between children who happen tu fall into this category and childféfi -Who have L
less serious learning problems: The Department also assists with the work. of =+
some pupils who may be labslled "disruptive"." (This ends our quotation ‘from . X
the Headmaster). : S

The first Head of the Basic Studies. Department (Mr. - Hegarty) was :
appointed in April 1976 == & tefin before the Department officially opened -
8o that he should have time "to make himself, and the thinking behind-the .
Proposed department, known to the staff of the school” (his words). He:has':

(=
2
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also supplied the CERI efiquiry With the following account of the.esrly e

devélopment of the Department.

"It seemed that tHe building should be maintained carefully, and
decorated attractively. Idedlly the atmoaphete should be warm end friendly. It
had t6 be the sort of place .all pupils, not only those with ledrning -,
difficulties, wanted to attend. 1If social interaction between pupils:of.
different abilities was to taske place then it was crucial that pupils.of
average and above average ability did not see the special provision as a-
"Dump". In addition, making pupils with apecial educational neede feel part.of.
the school, e.g. a member of an ordinary form rather than a member of the
special provision, was essential if they were to identify with normality rather .
then seeing thcmselves as inferior, inadequate or different.’ If pupils with
moderate learning difficult’es are to develop no.isally as social beings then ..
they must have a good self-image. In addition to feeling "normal" they must,
enjoy success in the school situation and experience a full and satisfying .
school curriculum, .
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- and 2 fifth year.  The older pupila were transferring from a fearby special

Q 43

* "With. these aime~in gind; early decisions had to be made about the first
batch of pupilé who were! due - to arrive in achool in Septembér 1976. There ..

would be 120 pupilst 12 first yearj-2 second year, 2 third year; 2 fourth year . 3

unit- which - wite -dited  more .than & mile from its ‘parent school, and the firat. . .~
years were all from neighbourhood primary -schools. The staffing of the -
Department consisted of two full-time teachers. We were told that our building- "
was not likely to be ready-for four wonthe snd so we were housed in a&-clssaroom -7~
which hed been a lafguage -laboratory." - ‘oo ci.m  ox . e Ul
] . . setr g * e 07 3 ('.' o s v et a'l'Y.::\"' e 3

. "If-we were t0-involve this group of ‘twenty.pupils »in meinstieem lessons
then we had to decidé which areas 6f the méin.school curriculum would be of ube;
to thesi. It was clést thet esch pupilifiad different skillsy interests_.snd
needs; therefore we had t6 develop. individual timetables. By the end of the i
first week we had counselléd all «of the pupils and.so we-knew shat sort,of -y
timetable x ~ required for -eath of them., We-then found out-which forms were. >
emaller tha.. average and we attempted:,to "odd" two pupils to. some of those -
forms for certain subjécts. This nant that each teacher concerred had to be
approached personally in o>der tb6 determine whether they would mind having a
couple of extra pupils in théit €l8ss. The time for which we wére now “freed
was used to teach additional "remedial" groupa. Within a few weeks a number of
pupils asked if they could registeéf with the form they joinedfor certain
lessona. These pupils did not seeii to require the security of "our™. room.snd -
s0 we were pleased for them to .join their forms for registration; form periods, .

etc. N I . . R SRS LA F ]

» .

. Pt e, T
"With having only one room; afd With different pupils spending.different -
parts of the day with us,. we hid to devise a system of monitoting the work.
pupils were doihy and the. progress théy were making. To do this we designed a' "
“gignature" card system.' Each didy, pupils had to have their cdrd signed for ;
Mathematics, English and ‘Readings This showed" that they -hidd -completed .
satisfactorily a previously agreed ambuit of work in these subjects. Additional
time in this "special class" was uséd for art snd-project based work.:. (It is
interesting that even though thi8 8yStem operated for less than & year some.
pupila who worked in the system in theit first year still had their signature
cards when they left school at the énd 6f the fifth year.) . W
. o, L o PR .. B IRVRTI .‘.::»; ? be!
"Jur building when finished tontained four classrooms, 8 hegvy-craft .l
workshop, @ home management area, a 1ibfary/recreation.area arid & staffroom/.
office. We decided that of the, fouk clésarooms, jone would be a:specialist
Engliah/reading room, one a specialist toom for the teaching of Mathematics,
another a specialist room for teaching of Sucial Studiea and the last one would “::
be developed as a specialist art/craft room. I felt that it was important that, . :
teachers should specialise within the Department rather than take a clsass for

e
all basic subjects -- which is the traditionsl organisation of the. specisl .-
school. In this way the Department would mirror the organisation of the parent | .*

. school, resources would be used most effectively and staff could concentrate on, ::-
- developing specialist teaching skills. . o Y

"By the end of the first full school yeer (Mr. Hegarty continues; we had’ -}
an established '"withdrawal" system, i.e. we withdrew pupils with moderate - .::
learning difficulties from mainstresm classes for specisl education clesses :.;
-- an important reversal of previous practice aa the system now pre-supposed
that the child was part of a mainstream group. The syatem of pupils being full’ ..
members of meinatream psatoral groups soon becams fully established. As equip-




ment for the prsctical rooms arrived we began .to offer supplementsry (to ;‘f
mainstream) courses in woodwork and cooking. These courses both reinforced
work done in mainstream groups and prepared pupils for future mainstresam work. .
. . RN - - YR I 3 o
"Towards the end of the first full year our full-time ancillary.helper.. '
was appointed. R ; -

- L SRS UL U O AP « S
"Because of county-wide cuts in:staffing we began our second full year .
with 35 pupils and still only two full-time- teachers.. The effect of ithe.
staffing cuts on the school as s whole hsd meant thst our tesching contribution
in the main school timetable had to be increased. After bringing.our"position..
to the notice of the Adviser for Special Education in September 1977, weiwere
given permission to sppoint s-third tescher within ‘the department asjsoon 88 .
possible, and we were allowed to make s temporsry sppointment until .the perme ' i
nent position could be filled. In sddition, . we were notified that in:the ... -
following September we would be sllowed to sppoint a fourth: teacher. ..The.know ;
ledge that we would be appointing sdditionsl teachers within the. yesr :meant
that we could plan future developments with-some confidence..* . £ e
T N . LRI, 2y ‘t‘:“;ﬁ,\x‘.“ -
"It was obvious, by this time, that we were opersting on the premise.:
that there is a continuum of special educational need. Some pupils needed.to -
spend eighty to ninety per cent of their time within the specisl Department, .
other pupils needed to spend only twenty ‘to thirty per cent of oheir:time
within the special Department. The majority of pupils with moderste lesrhing..
difficulties who attended Drayton School spent between thirty to seventy per.
cent of their time in main school groups. Pupils who sttended the Basic
Studies Department for a substantial proportion of their time st 'schdol could
be sorted into three groups, which were not slwsys very distinct: pupils who *
were slow learners; pupils of low ability who, becsuse of, severe retsrdstion
in the basic sybjects, required substsntial remedial support; s smellér group
of pupils who functioned at & normal level in most sreas of the curriculum.but -
had specific learning difficulties in one or more of the following sress
-- reading writing, spelling." (This concludes Mr. Hegarty's account of>the .
beginning of the Department). oy LR RIS £ AaTE
o BT AP 2 PEC: S
By September 1978, the Department had four full=-time teachers:: A fifth
teacher was appointed in September 1979 snd a sixth snd part-time sncillery .,
helper in September 1980. Since 1978 the Department has:attempted to of fer
support to an increasing number of pupils. It is considered insppropriate,”
however, for it to offer supplementsry, modified or slternstive: curriculum L
courses to more than 10 per cent of any year group. In September 1981, the
Department continued to develop its role within the school with the sppointment
of a teacher on a Head of Department scale who :has responsibility for
supporting pupils with behavioural problems. - - .

3. PROCEDURES BY WHICH PUPILS ARE INTEGRATED

Transfer from Primary School

The time of transfer to secondary school poses problems and prbaentévat :
risks for all pupils but particularly for pupils with special educationsl ~
needs, who are often more vulnerable. Pupils may be anxious becsuse of the .
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number of teachers they will meet, the size of the school or because, of tales"
of bullying by older pupils. . :
Firat year form tutors visit primary schools to meet staff and pupils; -
and all primary school pupils who are about to enter Orayton visit the school .
for a half-day in the summer term. In addition, during the summer term e
preceding entry, all parents of transferring pupils are invited to.one of -two BgRY.
parents' evenirgs to meet staff and to look at the school. 2 S 7

Most pupils who will require the 'sup'i;ort; of the Bssic Studies Department .}
are known to the Educastionsl Psychologist before-they transfer to the secondary . _
school. Information concerning ,pupils _in their final year of primary school - -..:
who are thought to be "at risk" educationally is collected by the Head of -,
Department, Educational Psychologist and Head . of ‘First Year who visit each:
primary school to discuss with primary head teachers and teachers of the pupils
about to transfer. On the basis of the information collected pupils' neads are’
esgessed with a view to the samount -snd type of support they sre likely to.
require during their first year in secondary:school. . LT

- Once pupils enter’ Drayton School, they sre‘assigned. to mixed ability .
forms -- special attention is paid to friendship groups when these forms are
arranged. Pupils with special educational needs are allocated to forms within
their friendship groups on the same basis as all other pupila, -

On the first day of. the autumn term, "first years" only attend school. .-
This is mainly to give them the opportunity of finding their way around the =~,;
school buildings when they are virtually empty. It is hoped, that this will . 3¢
enable them to feel more confident within their new schaol. .'Pupils who have &
been identified as requiring support from the Basic Studies Department spend
about half of this day with their form teacher and-the other half of the day. in -
the Department. Basic Studies staff apend most of this day getting to know and
helping many first year pupils. . Once normel timetable starts, on the second -,
dey of term, basic studies pupils usually have an older pupil assigned to them.
to help them find their way around the achool. o

RS

The school hopes to ensure that pupils not only transfer to secondary' i

school with a minimum of fuss and worry, -but that they actually profit from the f*"f
experience, coming through this time feeling more confident and secure and ‘
looking forward to a rewarding- aecondary school career. %

Personal Support

The pastoral care system in Drayton School is organised on a horizontal, -
i.e. year, basis as already deacribed. As over 90 per cent of Basic Studies
pupils belong to a form group their immediate pastoral needs are met within the
mainstream group. Many form teachers with Basic Studies pupils in their forms
perform their roles superbly; caring fov, supporting, advising and guiding all
pupils in their charge. . ' . ~ . -

However, many pupils with learning difficulties require additional %
special care to ensure that their needs -- educational, social and emotional --
are being met. In an attempt to provide :this, each teacher in the Basic
Studies Department, except the Head, is a "special" tutor.to all the Basic -
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Studies pupils in one year group. The accompanying diagram emphasises’ 'the - .
_ principle that any special pastoral support required by a pupil should be seen . =,
as an addition to the normal pastoral syatem rather than an alternstive. The -
key person in sny pastoral syatem is the form tutor and the Department tries to .

"-« emphasise this, _ S

" FORM - GROUP 2 C “ s

P PUPILS WITH MAINSTREAM SUPPORT :

& SPECIAL NEEDS.  FORM TEACHER HEAD OF . DEPUTY HEAD OF % HEAD

L Y ) YEAR © SCHOOL OF

B SPECIAL TUTOR (BASIC STWDIES)] -(PASTORAL > CARE) SCHOOL

IS o ' : S
< ‘ . A
’:‘ : HEAD OF BASIC STUDIES . '
-t EXTERNAL SUPPORT

SCHOOL PSYCHOLOBICAL SERVICE. CHILD GUIDANCE CLINIC (PSYCHIATRIST AND
PSYCHIATRIC SOCJAL WORKER). EDUCATIONAL SOCIAL WORKER,
EDUCATION OFFICERS (SPECIAL) AND ADVISERS (SPECIAL).us*

B I
In the case of a pupil with special educational needs the meinstream Head d}" o
Year is actively supported by the Head of Basic Studies. In this way, the "%
| School hopes to ensure that pupils with special educational needs receive the
| same degree of care send attention that they would receive in a good apecisl -
school . - fas , T \
Yo ensure continuity of care, Basic Studies special tutore move up’the .
School with their yesr group until the end of the third year. At this point™ .
pupils are normally well established in the ‘school and can be safely trans-
ferred to a special tutor who is resporisible for the "Preparation’for.Adult’
Life" programme (which takes up one-third of the fourth and fifth year-time-
table), and will be the support pastoral tutor during their finel twotyears of
secondary schooling. ' ) o, O

The Individual Timetesbling System ‘ : .

In order to meet the needs of single pupils the Basic Studies Depertment -
has evolved 8 system of individual timetablea. This system has two distinct
stages: first, identifying each child's educational needs and, second, trying
to arrange for those needs to be met within the existing orgenisstionel -
framework. N .

» * ~

it is important to know ‘as much as possible sbout pupils before -they .,
transfer if good provision is to be made for them in the first year. Using'the
information previously collected from schools and.parents, the Head of -Besic . .
Studies plans an individual timetable for each pupil before arrival, selecting
some mainstream and some Basic Studies courses. Once the ‘pupile-are ifithe
school their progress is monitored carefully and the special tutors (Basic™ . *.
Studies Department) prepare ‘timetable  notes on each pupil at the end of the ...\
year. These notes are intended to- help the Head of Department prepare.the " .t
following year's individual timetables, In addition, the staff of the ..
Department review, at least annually, the progresa of each pupil receiving




substsntial support. This jncludes an identification .of priority areas of
special educational need. y "

During the middle of .the third year, the Department widens attendance at .
the meetings in school, between parenta, pupils and teachers, ta include
professionals such as Educatianal Psychologists and Social Workera, se that a
full multi-disciplinary re-assesament of each child's futyre needs nan take ..
place. Once these needs have been identified it is the responsibility af the .-
Head of Basic Studiea to produce a timetable for each pupil that will meet. 7
them. This will normelly inclyde attendance at some weinstream lessons, e

iyt

Curriculum Y AT
Even though the Department desjgns individual timetablea, there-have.. - &
emerged three fairly distinct groupa of pupila: a number who have mede slow’
progress in literacy and numeracy and who need specisliat help if they are-to.
reach an acceptsble level of competence in these important subject aresa; a .
few whose level of sttainment would be normel but for a specific.difficulty, ..
usually in the area of literacy; and a-group of pupils whé-have moderste. .7
learning difficulties across the curriculim and who, in other countiesy .may ba - .o
attending a special school. : N Tl
The major curriculum aim for ~the :first two-.of these.grqups is. to' -
strengthen weak skills within the subject areaa of literacy and numergcy, Jhe “:
third group, while requiring individualised progrenmes in‘literacy end mmeracy
may need something more to broadep the curriculum -- alternative couyrses. iny .
for example, Science and the Humanities, or supplementary oneg to reinforece™
work in mainstream courses such ss Art, Woodwork or Domestic Scienom,

The curriculum of the third group in the.first three yoars ususlly.
includes the following mainstream courses (though final deciaiona ape made on
an individual bsgsis, the pupil attending as many:meinstresm lessons as.of far
him educational value and help satisfy hia educationsl needs):... Drame, -Music,
P.E., Comes, Heavy Craft, Domestic Science, Art, Library (firat years only). v
These subjects consume vetween one quarter and one third of each individual's, %
timetable. The occasional pupil who displays a specisl aptitude or, ability may.
attend mainstream lessons in subjects such aa Arithmetic, Physical Science,
Biology. It will be remembered that there ia already. a Basic  Studies
curriculum which includes literacy, numeracy, social studies (the cgurse in two ..
parts), Science, Woodwork, Art, Domestic Science, Rural Studies, and a small. L
amount of extra sport/games. . . SR AR

The Department's Numeracy and Literacy courses are quite distinct from
those in the meinstream. Most of the resources used there are based on the
principle of programmed learning and are either produced by teachers working
within the Department or are adaptations of commercially produced meterials. In. .=
Literacy, the  programme includes word recognition, : word building,’ %
comprehension, writing, spelling end,. in the later. stides, agpects of. :
functional literacy such as letter writing, form filling and questionnaire
completion. In the Numeracy scheme, the primary aim is competence in money and "~
time. In addition, the scheme is designed to develop arithmetic and, at a
later stage, problem solving skills. : .
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The Social Siudies course is taught im two sections, the first based on ,
“The Body" and the second on locel geographical and historical studies. The
firat section is in three parta: functioning and nalf‘mctioning, the body in'
relstion to the envirorment and the bedy in ita social pdsition. Each--ia based
as far as possible on direct experience. The aecond section includes a five¢
year map work progrsme. - -

The Oomestic Science .COurse: ie deaigned to supplenent the neinstreen .
course of the same -name, - It illustrates the prscticali,problens pupils-are " -
likely to face in future years in the-management of the home and family,vend -
attempts to provide them with a range of skills which should help them to cope -
with everyday situstions -- for example, planning, preparing and cooking, a .
well-balanced meal, shopping for food, weshing and repairing clothes and meking
simple garments. The course further includes safety and hygiene in the home '
snd the menasgement of family finances. In the fourth snd fifth yesr e
child-care component ia added, .

“:. ’ . ,.\i "._‘ " v A‘.},

" The Baaic Studies Woodwork Course alao supplementa the n\einstreen coum
which all pupils follow. The teacher responsible for it has analysed certain
essentisl practical skills and has deaigned @ number of tasks using wood snd
metal to develop those skills. The instructions for the taska are on wesk~ =
sheets and talking-pages, which have been produced at three different readingﬁ
levels. Additional art and craft lessons ere provided for children with
moderate learning difficulties to provide more opportunities for developing '
fine motor skills., They work with vrayon, paint, clay, wax, plastic and belaa
wood, Skills that are taught include printing, candle-making, weaving, spray-s
painting and jewellery making.

As a result of discusaions about 4th and 5th year options a decision is )7
made -- whether an individual should follow the Department's preparation for .-
Adult Life Courae, which can replace three of the available.options for
selected pupils. During their final two yeara of aecondary scholing pupils ~
must follow courses in literacy, numeracy, "core" (games, R.E., Health Educa~ "
tion, Careera), a humanitiéa subject snd Science, They are free to choose five
other courses to complete their timetable, If it ia decided that they should.
follow the Preparation for Adult Life Course they will have a choice of two
other options only, The preparation for Adult Life course is allocated seven
hours per week throughout the fourth and fifth yeara. oanr e . (A‘

Althoush it is an alternative part of the curriculum it'is aimed to
increase the jidividual'a potential for aocial integration and open employm...., L
It is in six sections: R

The Practicalities of lndependence - deaigned to prepare pupila f‘o'r . ‘;'i-”j
living on their own and to help them understand common tasks auch aa. f'orll
filling, applying for a job and using the telephone.‘ - - vyt

Household Do It Yourself -- an aapect of handicaps related to practicel
skills such as wiring a plug, repainng a bicycle and simple household*
maircenance taska, .

Independence Training ~- a section where pupils leave the school and
carry out pre-arranged taaks such as shopping,-using the post office, uaing
timetables and vaing the library,

PN N AN '7?
5 ‘Q, % ;' ;eJ PI
B e ?m&“’%ws.:‘;q-,’\rﬁ,@l‘}u "}&s‘“ﬂ-,\g -




Work Experience and Careers Education -- studying a variety of jobs, 3
including s period of practical experience and vigiting the loca® csreers -
office. . : - . Co
. L L . i A‘ﬁ'r?«; "J
Visits and Experiences -~ clags visits to factories, police and fire .
stations, sports, the thestre and other places end services in the community. .-
Duke of Edinburgh's Award Scheme , == 8 scheme of personal proﬂciency\
awards in community service, outdoor pursuits, hobbies and interests designed
for young people. - : -

E

Links with Parents.

At Drayton School all parents are encouraged to take an active part in :
the Parent-Teacher Association. The -Head of Basic Studies is one of the two " :
staff representatives on the Committee of the P.T.A., and in this way hopes to ..
encourage the involvement of parents of pupils with special needs. The school
places a lot of emphasis on early contact between home and school. In-addition
to arrangements already mentioned in the term preceding a pupil's entry:to.
Drayton, parents are invited to meet form teachers, heads of department and
basic studies staff to discuss academic and social progress and to sort out:eny’
problems soon after the start of the first term. The first year curriculum .is’
outlined and discussed in some detsil. P

In addition to these "special’ meetings, official parent3' evenings are
held at least once a year, to meet all members of staff. Parents wishing
specifically to see form teachers are offered a choic» of different evenings, -
during dirferent weeks. Once the parent of a Basic Studies pupil has made such ..
an srrangement, a teacher from the Basic Studies Departaent writes to offer an
additional appointment on the same evening. As well as all thia, parents are,
of course, welcome to visit the school at eny tise. NN

The flexible structure and informel atmosphere of the Basic Studies
Department is reflected in its relationship with parents. Those with children
going through & particularly troublesome time visit on a regulsr basis, usually
weekly, to Aiscuss things with the relevent member of staff. Parental contsct
is valued for twc very oovod reasons; most parents know their own children .
better than any "professional" snd cen provide valusble information und
insight; and learning/behavioural programmes involving their children_are more
likely to be successful if they receive their suppcrt.

Members ~f -a Natiornal Foundetion for Educationai Research team working - ~
on the education of -pupils with special needs in the ordinery schools
interviewed the parents o7 six baaic studios pupils at Drayton and found all
were unanimous in their apprecistion of wiat the schrol wes achieving with
their childrer. There were various indicators of proavess having been made:
educationslly -- e.g., with reading end writing; emotionslly -- e.q., @ marked *
increase in confidence; ard socislly -- e.q., various i:zntions of rore mature
and "normal" behaviour ("he sterted to uct-like normsl children®). All were -
happy that their child was sttending this school, end none wantcd an alter-’,
native placement. (Integration in Action.. NFER/Nelson, 1982) L
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- Recording of i’r_ogress

When the Besic Studies Department firat opened with 17 pupils snd 2~
teachers there seemed little need for & formsl centralised record keeping ~ -
system. Staff kept records of pupils' progress for their own plsnning and -
evaluative purposes. The relatively smell number of pupils mede it possible
for each member of cztaff to get to know them well .lndiviQually, while '
observations were .easily conveyed to other staﬂ' by mrd of nouth. AN

As the Department increued in aize, the inadequacies of this infornl ~
system of record-keeping beceme aspparent. At the same time there was a move
within the Department towards more atructured .learning materiala which hed
built-in assessment components, Accordipgly, during departmental staff
meetings a seven sub-head system for record-keeping was decided upon:

1. Standardised primary school record forms;
2. Reports/notes from Educstiohel Psychologiat;
3. Details of pupils' attainments in literacy;
4. Details of pupils' sttainments in numeracy;
5. Prefile of social and emotionsl development’
6. Report of leavers' programme; . s
7. Miscellehsous documentation, e.g. school ‘o
reports, behaviour of particular merit. N

Information from the annual school report ia included on a more detailed form -
which also conteins "special tutor" and pupil comments on progress in different *
subjects. These notea are used as a means of identifying special educaticnel
needs and for plenning future educstional programes. XYy

tach pupil's progress is reviewcd -enhually at a departmental meeting - :-
attended by all members of Basic Studies staff. Two pupils are reviews:d.each -.:
week: their achievements are recorded; priority special needs are idertified; "
and appropriate teaching objectives for the next twslve months are decided - <
upon. A fuller sssessment of pupils' needs takes place during the third year ..
at school. This involves representatives of outside agencies such es the
School Psychological Service and the Social Services.

Staff Davelopment

Specialist Staff. Staff from the Basic Studies Department attend local
education authority in-service training courses snd courses orgsnised by the
local polytechnic. Subscriptions to relevant megezines and en incregsing
librsry of books on special needs also contribute towards their professional
develcpment. The major vehicle for training, however,, within the department,
is thought to be the weekly curriculum uorkshop whick ie run by the Head of
Department ., 15Ny

3

Mainstreem Stuff. Foml, in ~addition to - exiating infqml-,
opportunities for, further professional development in the area of special
education are provided for meinstream staff by the Bssic Studies Depsrtwent. ,.i
One example of this is a five-sesaion cours: sépreéad over five weeks which -

includes the following topics: special education in the meinstream school; .-~
ranagement of children with learning probleme; the core curriculum; teacher
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bas:d sssessment of pupils with learning difficulties; and management of
pupils with behoviour problems, A second example is a two-session course which
of fered mainstream staff the opportunity to find out mere sbout the Warnock :
Report {recommendations of a British Government Committee on the Hendicapped)  .:
snd to listen to and question the Principal County Psychologist on the .-
sanagement of disruptive children, T

TWO CASE STUDIES

Angela: Born June 1966

In September 1972 (when Angela was 6 years old), her teacher wrote that
she was not "word conscious", had a speech defect and appeared "very limited".
She saw no improvement by Jenuary 1973 snd felt that she "must be tested".
Angela was not, in fsct, seen by the Educational Psychologist until she was
seven years and ten months old. He found that she beceme teacful ss soon as . i
any task became difficult and "needed a considerable amount of jollying along. -
in order to complete the assessment”. She wes found to be of below average
intelligence, to have begun to recognise a few words in the last month or so . - .
but had not mede a start in srittwmetic. The Educational Psychologist felt thet .-
she was "totally unable to cope with the acsdemic or emotional demcnds of sny -
ordinary class at her sge level", . 5 3

In consequence, Angela was ylaced in & special clsss at her primery .-
school. The Speech Therspist found that she did not have a speech defect but .
that her speech was very immature -- assessed at being around 4 years level - .
and that her tonsils ‘oot "lumpy and infected", When she joined this class in .
September 1974, her specialist teacher round on assessing her that she had “no:
idea of one-to-one matching”, was "clumsy" and had - "very poor fine.motor
control”. Angela spent the final three years of her primary.career in two ..
special classes, and in September 1977 she transferred to Drayton School.

From her arrival, Angels was s member of a first year meinstrees' form
and attended most regular classes, including Drema, Music, £.E., Games, Design
and Art. She did not attend Combined Studies (s Humenities course including -
English, History, Geography snd R.E.), Maths or French with her clessmates, but .-
instead followed alternative courses provided by the Basic Studies Department.

She is now in her fifth year at Drayton School, is highly tB'ought of by
her teachers and her only problem with regard to school is her tendency to stsy
at home! Apparently she is often required to look after younger brothers and
gisters.

parents, teachers and the Educational Psycholoaist her educational needs for
the final two years of her secondary schooling. The school has attempted to
meet these in the fourth and fifth years by offering the following combination
of courags in mainstream groups and in the Basic Studies Department. (See
Table II).

During her third year at Orayton School Angela discussed with her :
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. Teble IX
ANGELA'S TINETABLE )
’ DRAYTON SCHOOL )
Neme  Angels Sth Yesr Timetabls . form SW P
9.00 9.10 10.10 11.10 11.30 12,10 12,50 1.50 2,00 3.00 3.3
1 2 3 4 5 [ 7 8 9 10 1 12-15 16 17 18 12
Preparstion for Adult Life SOCIAL
MONDAY -——— HOME-MAK ING ART j¢—— (Do-it-yourself) ——# jo=— EDUCATION-#4¢—SCIENCE ———op
)
Preparstion for )
Adult Life !
TUESDAY e(Prozticelitios of ——pje—SOCIAL EDUCATION —» 10— i t hg ———ti——— ART ] je— English——ste—SCIENCE———p
Independence ) A
& 1 -
Y = =
S g
" "
8 Preparation for Adult Life - 3
WEDNESOAY | i Je———Maths —————tp—— _SCIENCE—————— 3 o (D00.E. )——ple— Careers ——y) 2 ¥ GAMES —
g g - 5 T
g E
SOCIAL =
THURSDAY j¢— Swimming ~————p¢——— Engl ish ———b e-Sociel Studlcuo—fmnma jo——— Maths ——nte—SCIENCE—npy
o
Preparation for -
o—Adult Life—l STH .
FRIDAY ——— Maths —————ple——— English ———9y) ———e ART ——— (Pt.ctll(:llltll_.- ASSEMBLY] M-NAKIM;—:?
. - o o ol
. Independence )
CAPITAL LETTERS INDICATE MAINSTREAM LESSONS ¢ Lower cese indicetes Basic Studies Lessans. -
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i) Courses in the Besic Studies Department were as follows: Literscy .

{8 modules), MNumerscy (10 wmodules), Prepsration for Adult Life -

(20 modules), 1 module = 20 minutes; ‘ W
ii) Courses with Mainstresm Groups: Socisl Education (7 modules), Art .- -

and Craft, Games Science and Homemeking. The Social Educstion. °.:
Course covers Careers, Health Education, Life in Society .end
Personel Development. The Art and Craft Course is concerned with - 5
skills which msy be of interest after school as well ss encoursging - :<
creativity and craftssenship while in school. Gemes include large “. <
anj omall tesm games, sthletics, gymnastics snd dence. The science . & 3
course is one designed for less successful pupils with a series of %
topics of 8 practicel kind. Finally.the Homemaking Course ranges
wore widely than homé economics end includes decorsting snd child. ..~
cere smong e wide range of topics. ol ¥ Y

§ Pt
v

John: _Born April 1967 ' B L

John received treatment at the Family snd Child Guidance.Clinic before. = .}
attending school. He did not walk until he was three yesrs old. He is & very -
saxious boy (he has required trenquillisers in the past). Until he was eight 3
years old his mother or grandmother had to sit near his bed until he fell . -=;
asleep -- which ves often around midnight. He still needed @ nightlight when ‘54%

be was thirteen. : wy LR

LAV Ve aTwis
5y i

John entered the specisl class in his primary school when he wes éight %
yesrs, five months old. He was seen by the Educationsl Psychologist when he-wes N
eight yesrs, eight months. She found him to be of "very limited intelligence™, .. ==
rsther anxious, and with very poor co-ordingtion. She felt that he wee well L
plsced in the special class where he would "receive the smell group support and ;.
individual teaching gesred to his special needs". As s result-of John's.
increasing competence in the besic skills of literacy and numeracy he joined a . .
"normal™ cless for his finsl year in primery school. However, his class ' S
tescher felt he was still in need of much extra help as he easily became I
frustrsted with the classwurk hz was required to do. G

When John transferred to .Drayton School at the ege of elsven, an
individual timetsble wes designed for him which entailed his attending the
following lessons with his mainstream form: Art, Orems, Gemes, P.E., Design,
Music and Science. At other times he was withdrawn to follow specisl courses
in Literscy, Numeracy, Sccisl Studies snd supplementary or practical courses in
Hesvy Craft and Domestic Science. John followed this sort of timetsble for his .
first three years at Drasyton. A notable change was his move into a meinstress :
Religious Education group at the end of his second year. Duriny ais third yesr -
John joined in discussions between his tescher, parents sand the Educstionsl  : *
Psychologist to determine the courses he was to follow in his finul two years ;
of secondsry educstion. His resulting third and fourth yesr timetsbles sre -
reproduced in Tsblas I1II and IV, - ce ' :

Interviews with Angels snd John e

Angels and John were very nervous before they entered secondary rchool =
for the first time. Angels found the lsrge school very confusing after her  -*
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~Teble 111 ~
[y
JHN'S THIRD YEAR TIMETABLE- 3
.. DRAYTON'SCHOOL  ° T s
Name  Jobn 3rd Year Timetable = Form 3CA’ .
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3. JOHN'S FOURTH YEAR TIMETABLE

DRAYTON SCHOOL "
; Neme John 4th Yesr Timetsble Form 4CA
’ 9.00 9.10 10.10 11.10 11.30 12.10 12,50 1,50 2.00 3.00 3.30
‘ll zl; Al Sl 6 7 8| 9I 101_11 12-15 16]11'18&19
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- much smaller primary school while John admitted to.not being sble to understand .

"all the forms" (form groups of children) and "the:different lessons". However,
they could remember feeling more settled after a "couple of weeks". They bofy 1
"got lost” in the school once or twice during the first few.weeks, and while.. <
John was helped by "some kids" Angela menaged to.find her own way around. THED *
problems they encountered emphasise the importance af the "first years.only®”,
first day in September and the practical, difficuilies faced.by children urb‘
withdraw from regular class on an individually timetable bagis. However, the
both claimed that wiundrawing to basic studies for educational support .for parfy’.
of the day made them "feel better" in those eerly days. - .. - ‘- "

A

news that they would receive special support .from.Basic. Studies. John claimeg:
that his parents were happy about this because they hed been worried about’ him-"
coping with "subjects like History and German". Angela. feélt that her parentg
"didn't seem to mind". John can remember being concerned about léaving his'’
class to attend some Basic Studies lessons but his mother had told him "he'd-. 7

ST e e

get used to it". Both sets of parenis attended official pargnts® evenings.
-~ as do nearly all parents of pupils receiving support from Basic Stpdiea.

They were asked if: they could remember their p‘arents,' reaction to:tﬁg

‘ i : Wk AT,
When asked what they liked about Basic Studies John identified the "easy 5
lessons" ("you can do them") while Angela enjoyed receivingimore *individugl “%
help with her work. This would seem to reflect the considerable advantages .of R
being able to offer individialised programmes of work and ‘a more favourable..
pupil/teacher ratio. Although John said he would have liked to spend more time .. -
in mainstream lessons he claimed to enjoy : ing most of his "free" time " :*
(before school, bresk, lunch, after school) playing the various games in_ the
Basic Studies Department. Neither would he liks to miss the educationsl and
social trips and other extra-curricular activities organised by staff from the
Depar tment . - SRR s

T

Mainstream and ¢ basic studies suggests that neither of these pupils.
identifies too closely with Basic Studies or 8asic Studies staff. It is of.:
perticular importance that they both selected their present or previous. fors - s
tutors. This illustrates the strong link that often develope between children .
with special needs and their mainstream form tutors,. and explains:why 'B,aeic:,'.,;‘\:y.
Studies teachers prefer to support form tutors in their pastoral role rathg}:xf,,f)%ﬁi
than provide an elternative pastoral support service. - “"""ﬁ‘f{‘ﬁ

Angela and John were asked to consider what might have happened if -
Drayton School did not have a Basic Studies Department. Angela seemed rather
alarmed at the thought ; "we'd be stuck", she replied, "we'd_have to go to a
different school™. John wouldn't have wanted to go to a different school where .32
he "wouldn't have been as happy". "I'm pleased I steyed at Drsyton", announced -
Angela. "So am 1", added John. )

L
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5. SPECIFIC ISSUES

In an attempt to assess the integration process at Drayton the following
people were asked four questions: the Headmaster, a Deputy Headmaster, a Head
of Year, the Head of Basic Studies -- all at the school -- and the Senior
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‘f representative on the school governing body. The importence of ataff “inte-.
%%, gration was foreseen by the Headmester-:and, . in tum. by the first Head of i

Educational Psychologist for North _ Oxfordshire. Their replies are here
*-' summarised under the questions put. .o

" What have been &tieularlz eucceeaful gracticee which have gromted academic
Co socia ﬂa on

" successful integration of. staff from the Basic Studies Department". He out-

oy EATT L

The Heudnster 8 inediete reeponee to thie question was to quote "the

lined the full part pleyed by Basic Studies-staff in the life:of the school snd
quoted the example of the previous Head of Pasic Studies being elected as stafF

Departllent. : 5 ag 1\, 2 . it A “ ... "1,’,“ S

This cen be illustrated by the decieion, taken before the Depor‘tmt
_.opened, not to allow hot drinks to be prepared at break times, etc., within the
Department so that staff would always use the main staffroom at break and lunch-
times. The full integration of epecial needs staff was considered to be “of

BRI

paramount importance. - . ) ~.;:

The Deputy Headmaster felt that teacher attitudes towards pupils with
special~educational needs were critical and that the most. successful leaaons
were where teachers 'were happy to meke specisl efforts to organise t.heir
lessons so that the needs of children over a wide ability range were met. .
Head of Basic Studies observed that the Headmaster and staff had made. canecious !
efforts to produce a sympathetic and caring schnol enviroment. K

Withdrawal from class for epecialiat teeching ie considered noml,
according to the Hesd of the School. Special educational support in the form
of lessons in the Basic Studiee Department is offered to ten per cent of: the
achool populstion, while children also withdraw from normel. lessons.for other
specislist help, e.g. muaicel’. instrument tesching, He also. tfelt it
particularly important that all children who sttend Drayton School shovd be in
mixed ability form groups, should lunch together and should share. :some.
educational and recreational activities. The Deputy Head referred to the -
successful involvement of pupils with special educational needa in school “trips.
end major music, drama and art projects. -. .. Lo E e s

The fact that the Vepartment is open before and after school, at ‘break
and lunch times for social activities for all.pupils was seen as a key tactor
by all the people interviewed. Softball, citizens' be.d radio, karting and .
photography clubs which are held in Basic Studies but open to all children in
the school were mentioned by the Head of Department as encouraging social
interaction between pupi)e who receive support from the Department snd those -

who don't. From s very early stage, bar-footbell, bar-billiards and table °
tennis were provided within the Department for use at social times. The -
success of these games in encouraging pupils who do not receive the educational
support of the Department to use the social facilities was commented upon, by
others as well as its Head. He emphasised the importance of these social-tims
facilities for it was because of them that "many vulnerable children, ot
intellectually or educationally retarded,. who may well he the pupils most
likely to ostracise their peers with greater difficulties, do not appear to do’
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the Senior Educations) Peyvholegist -stresssd the - importance. uf. the .
Departwent providiﬂg”: permanent central base withiR the stheo) with attractive -
Faeilities. Both Heud of Sehool and the Head of YeS8F commented upon the” .
sense Oof wecurity falt by pupils with apecial educatidhial neecda which, they
both cluimed, comé from their kiewiedge that £he bise WBuld be.open.during the ..
school day whenever they needed it. The only persoh to mention the mainatresm, -
eurriculum in enswir to this questich wss the Head of Year when he commented on ¥
"the wide range of subjects nd levels at which subijscts tan be studied within:
the eurriculum®, It 18 interesting-to note that whish readers and scribes-were
guvideﬁ for three pupils with resding difficulties tskifg s public examina~

iony little:nbtice wes teken ofcthem: = ¢ - DR

The Head of Hasie Studies feltithat the wiy iR which the Department isx
organised to withdraw childien individually hus prombted academic and. social.%
integration. Aa work in 1iteracy ahd numBraey is planted on an individual
beeis, pupils can be withdrawn at times suitébie to thum ss they need not be
withdrawn in chronolegicel age of ability gro<-ps: ° R

"E:‘ n.‘x, o I ;‘
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| are the maj which hsve beelt 8blyad abd_which remain to
B ﬂ&i‘i o .

g i

Many of the issues that have developed into "problems" in-other®schools s
have not arisen st Drayton, the Headmaster maintuins thét this ia because meny:.:
were tackled from ths simingf, for example; it Was always his intention. that::
Drayton should be an facessiing® schobl end thet the the school should -be:
otganised and administerod in such & way thst. 8ppoftunities for conflict™ -
betweeh adulta and pupils would be minittised, S

Both the Deputy Headmaster and Hesd of Yéar:gubted Socisl integrstion of .
B:pila with apecial heeds us their Ffirat exampile- 6f a problem solved. The .

eputy Hesd obaerved thiat "pupils who withdréw fFoin clasa are not’ easily .
identifisble round und about the school as they blend with their peer groups”.’ “
The Head of Yesr felt that Sovisl integrstibh Was fHade. poaaible: because the
Uepartment had almost &lways been part of the 8ehbol snd had grownwith the'
Bthool. The Deputy Head emphusised a point difide ifi-answer to question:1..when
he added that socisl integration has been Hdde poasible by the general
acceptance withir the gehool that withdrawal from claas for specislist suppoit
ia a "normal" activity. C

S
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The Head of Basic Studies identified three: problems.that have beer
solved: the development of highly structured slternstive and support courses ;
within the Basic Studies Department; the full acceptsnce of the Depsrtment:.by:, .
all school ataff, the lotal community andall the support- services; recentlyy.
sh extra tescher had been' sppointed to aupport ehildren exhibiting inappro.if'y
priate behsviour which had been seen as s problem within the school.  «. = .. .24

: , . b e e sy L LAY

The Headmaater highlighted s major prublem which is yet:to besolved:
The mainstresm curriculum in English wecondary schoola is lsrgely dictated by
the syllabuses for public sxaminstions. The alternative curriculs (free from .=
this constrsint) developed by Busic Studies ataff in areas such as literscy and *
Numeracy uaing highiy-focuaed learning materials and individusl programming
seem sppropriste for a much grester proportion of pupils in the school than
heve sccess to them at present. The Headmaater confirmed this and added that’<
the aelection of pupila for special support (for example ~- individusl:

oy

59 =

. - R
el
3 A -
- . P T e P IR, 3 &
— e emmne i o i s




programmes of work) is a Mejor headeche:. The Head of Year-@xpressed concern
that the existence of & suctessful special needs department might inhibit the
mainstream teacher in hi8 quest to develop teaching skills sné to experiment
vuth various styles amd strategies. -

. « T A T S,

L L B

+ oy 4 3 . ":.
Au of the people mkmg within the: aehool mo wm,«mtarvimd found
this 8 very difficult questiGh to snswer. The Headmaster expléibed the reason
s. for this difficulty : "the ODepittment was planned from the beginning ;
.~ . therefore the knowledge that theé school was to have a special depsrtment to
. support children with learnifij diffieuities affected the wiy thé school was,
*... organised. As the Departient has gﬂwﬁ vuth the achool it is very, dlfficult to” .

assess its influence on the- schoo

M,nw.q ,ru gt
‘d\
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The Deputy Head felt that, generelly ﬁpédkihggmthard WB a greatel:;

awareness of the curricula needs of children vuth ledsiitg difficulties in
Drayton then in other sachool8 he had known well,- .The Senier Educationel

Psychologist offered an explanation for this, nymg that “the emtence ofsthe

Basic Studies Department helps to focus- the a
curricula needs of all children with leafhing problemst, R&eentl social

education was introduced into the curriculum Of ali foufth and Fifth year
pupils at the school. The Head of VYear thought that sppteciation of the *
educ~*.onal needs of pupils wit: learning diffieulties mmongst teaéhing staff

was one of the factors that inhspirad this develowenh 5

k3

tentids of:teachers on the

The major socisl structure within the school is thetzesr/form group.: %

Pupils stsy in the same mixed sbility “orm group through the school unless
there sre exceptional ressons for a tranafer, The'Deputy Heud believed that

the existence of the Basic Studies. Departmeiit along with the Head's strong |
belief in mixed sbility form groups has helped reiist the pressufe that exerts

itself occasionslly for streamed (by atademic ﬂbiliiy) f‘om gt‘uups. 3 ><_.;

The Basic Studies Department's role in providing supporf - psrtmulanly

at social times of dsy -- for "social mis-fit8" wss commefited upon by the. , -
Educationsl Psychologist. She believed thst this function, though informsl and 7

unofficisl, was remarkably useful.

Whst are the fsctors which make s giood school for, integration?

AR

Not surprisingly, there wss a lively shd positive tesponse to this

question from everyone interviewed. In single -words, the sanswers. were:

sttitudes; relstionships; resources/building; organisation and philosophy.
But let me expand: . ; > . .

Attitudes:

<

Three of the five people interviewed replied that s criticel factor was

the attitude of the Headmaster towsrds the educstion of pupils with special.

needs in ordinary schools. The Head of Bssic Studies stressed the importance
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of baving a aympathetic Heed who can influence the views of other atsff, while

the Educational Psychologist identified good leaderehip end the support of the
Head teacher. .

Y h CTIR TR, >

The Headmaster mentioned poaitive attitudea among minetream eteff
towards apecial needs pupila. As en example of how thic can be fostered, he’ T
cited Drayton itself: "by the willingness.of special needs staff to. becon i
fully involved in the social and extra-curricular life of the schogl™, This, R
he felt, was one of the principel reasons why the Special Departmerit was seen:’
by all staff as part of the school and not sa e apecial:school "added-on. )

v oag
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Relationships . . e .- . gt
vl fr‘:':»;vcgc

Thia general recognition of the Department being a ‘part of the achool‘?,
was instanced further by the Deputy Head in. drawing ,sttention.tc sbciel™ %
activities of tne special needs teachers within the achool. They were
involved, for example, in drama production, snd the evening outingesorganised ,
by paatoral ataff, to such placea as ice-rinks. The Head of Year said that/ s
"good relationships between Basic Studies ataff and meinstream staff;are.of =%
paramount importance". Thia waa endorsed by the Head of Baaic Studieee--' ‘1
particularly with regard to relationehipa in the cleasaroom. .. . . P -

[}

Resourcea/bui ldings : ‘ ’ o

k)

The Educational Paychologiat saw appropriate etaffing end reaourcing u~
crucial if schools are to meke good provision for children with special needs.:
Both the Headmaster ("having proper facilitiea") and the Head of Baaic Studies '
("being a8 well-cesourced school®) added theii endoraement to this. The.lattes<¥:
said, further, that an important factor in the case of Drayton was the::

Department's asccommodation being planned and built at the same time as the rest:
of the school, and to a similar design. Hia experience of other schools:wifl
special departmenta housed in buildinga with a apecification dissimilar to_the'.
reat of the achool convinced him that a apecial department must be provided:
with accomiodation of the aame standard of comfort and design aa the rest of
the school.

Organisation ; s

In thia respect, the Headmaater drew attention *“o the dual suppor
syatem involving mainstream paatoral ataff and the special heeds peators
support team. He considered that the Fflexibility within “the ~pastoral
organisation which allowed this "mushrooming" of support was important if
children and their familiea were to receive the same quality of pastoral’
support that they would receive in a good special school. The importance ofii
good pastoral syatem was stresaed by the Deputy Head. He went on to emphasise:::
the social value of teaching mixed ability groups which is common practice ins 7
the school for the 2arly years. £

:

Drayton is a neighbourhood school. Thia meana that children are not
transported from other school catchment areaa to take advantage of the special : ¥
proviaion. According to the Head of Besaic Studiea, this is an important factor aﬁ,
in the aucceasful integration of apecial needs pupils. g
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- and concluded that "all children have special needs anyway".

Philo%!! i T

In the view of the Headmaster, it was fundemental to the success of a IR
Special Needs Department that its Head should share end support the educational ;
aims of the school itself. His own philosophy was that the treatment of pupils
88 individuals with their own needs, abilities and dissbilities,. rather then as
potential candidates for public examinstions, .was; critical if children with
learning difficulties were to be afforded the same:consideration within school
a8 their more academically able peers. The Deputy Head expressed similar- views

o

6. SUMMARY AND EVALUATION

RIS

Drayton School takes great care to ensure that all pupils and their
parents are welcome and that their introduction to the school is carefully )
planned. It places considerable emphasis on the personsl care of pupils. The.-~
level of tolerance and degree of care within the school is illuatrated by the ~.';
wide range of individual difficulties which are now accepted and given positive Lo
help. - . S .

Efforts are made to help all pupils within the school to understand the .4
special needs of some of their fellows and to appreciate, the purpose of the ks
Basic Studies Department. It is part of the philosophy that all children show *
abilities in some aspect of their lives; 'and it is believed that the aystem of <::
mixed ability form-groups promotes tolerance and understanding of the needs of
others. The policy of placing two or three pupils who spend a.third or more of %
their lesson time in the Basic. Studies Dzpartment in mixed ability form-groups
of about thirty, appears to work well. Nevertheless, it would obviously be -
much easier in terms of organisation if Basic Studies pupils were in fewer :
form-groups. The following comment from the NFER study suggests that the -
adopted policy is the right one: the "school had & working rule that noct more
than two (now two or threej pupils from its Basic Studies Depertment would join . &
any main school lesson..... This policy of.aeeking a low profile was followed .
in a number of schools. Its absence, when large numbers of pupils with special
needs were integrated into the same classes (and their character was in
consequence changed), did seem to lead to unfortunate stigmatised effects",

(Educating Pupils with Special Needs in the Ordinary School, op. eit.)

That a relatively large number of children are withdrawn for some -°
specialist help seemed also to be an important factor in developing positive
attitudes towards the work of the ODepartment. The development of a more "Y
flexible approach to meeting a wider variety of individual needs has helped rgfe;
establish it as a special base serving the needs of a range of children with
learning difficulties rather than as a "unit" coping with the needs of a small
core of pupils with the most severe handicaps.

oy

clearly one reason why many of the children with special educational needs are ’,f;_
able to spend a large proportion of their school-time in a "normal" environ- \’.’:»';Z'
ment. In this the special education staff support the pupil and his form tutor 7 >
and Head of Year rather than establishing a separate personal-care system of
their own. This expresses their determination to provide a "normsl" situation _

The well developet‘j -gystem of care for individuals in Drayton School is, %




for each pupil within which he or she can make demands on the perml-ca
system as apd when the need is felt.

»

The prineipal reaponse to particular needs is through individuel time-"
tables provided for children who are saupported by Besic Studies. Without -
these, the rpequirement could only be mat by grouping by ahility or attainments -3
in which case jndividual needs would run the risk of being overshadowed.by what. - :
was considered hest for the group. Within the framework- of these timetables
the Department has a variety of measyres it ‘can apply in lccordnnco iith
individual requiyements. They may be suwmarised ag follows:

-- Individyal lesrning programmes, for pupils with reading. Qritiné
spelling and numter difficulties; : i

-- Spepially modified Goography, History, Physical Science and Biology
cayrses for those unable to benefit from these mainstream lessons and.
far those who require additional opportunities for learning within ng
these sybject areas,

-- Extra specialiqt help with crafts and other practical aubjects;
-- A two-year Prepapgtion for Adult Life course for pupils who Kave beon
jdentified by multi-disciplinary re-assessment as rtquiring;
gubstantial help during their finsl two years if they are:to learn tOx
live independently as adults within the normel community; 5 :

-- Caunselling sypport for a small mnbar of pupils;. e

-- Ahility to respond to a variety of ihdxvidual special needs, for,- g’
example. a) a language end resding progremme for a’boy with a severe ;%
language problem developed by the Speech . Therapist: end Spocialw%
Education teacher. He had been recommended for reaidontialnschooI%;i
placement but this proved unnecessary; b). a: prograsme’ of phylicl‘lg;g
exercises for a boy - with muscular dystrophy developed: by:iithe 7.
Physiotherapist and Special
required physical exercises
programme ;

-- The provisiorn of informal support at social times for pupils who,;. ;
because of behavioural/social problems, are considered to be "at:
risk";

~~ Acting as =a "half—way house" for school refusers in programmes th.t
have resulted in their return full-time to regular lessons. ff,

:—-‘), ,3

accepted by a school may be made by analysing the reasons why children-do nao
attend mainstream lessons. Within Drayton no pupil is sutometicelly excludod
from any lesson. The mainstream timetable is built each year to accommodat
all pupils who attend the school. It is only when this is done that the Hea
of Basic Studies carefully identifies how far individual needs can bd‘m,t?
within the mainstream curriculum, and then constructs the Basic ' Studio.*
timetable which will offer supplementary and alternstive courses uhcrq ”
necessary. Pupils are withdrawn from a. meinstresm lesson only-when it- 18/}

recognised that their particular needs cannot be met there. 7he Deplrtmt‘
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attempts to achieve the very fine balance hetwesn enmuring that pupila get the '
type of instruction they would have received in a spetial school, and at the -

*  same time benefit from lesrning in a regular classroom situation,

The numbers of pupils being supported by basis studies st the time of
writing is 103 or approximately per cont of the school population, The

figures for year 1 to 5 gre 34, 24, 20, 15 and 10 raspactively, Meny mare are
supported in the first three yeaps, when there is & "oommen" eurriculum foral} .
pupils, than in the final twg years when there is more differentiation mnd a = '
large element of choice, The gupilg who require-support in the fourth end .0
fifth year are those :to, al the time of mylti=diseiplinary resssesswent in the

third year, appesr to fmed more careful preparation for sdult life, and e
encouraged to opt for this course, designed and tsught by Basic Studiea staff, <%

Assessment gf educational need and recording of progrcza are of
increased importanpe when pupils with speeial needs are members of a Jarge .
school and may be taught by more teachera then they would be in a spepiali ™
school. Draytan'a assessment end pecording syatem already cescribed ig preving
fully successfyl, particylarly as teachers can refer te it at any time to guide
them in the individual suppart they are currently supplying. o

; PR
The different wdys in which ths fBasic Studies Department arganises -,
support for pupils, the role it has developed within the achool and ita "open :
door" policy have all increaged the gnasibiutin for social intapaption
between pupils with special needs and these witkout, However, the aveepting .
and tolerant nature of the school gg a whale, the belief in mixed ahilit i
form-groups and the principle that all ehildren are fyll and valued members ef. . ' :
the school are much more important factors in the sgpisl integration of thome. e
with special needs. o

e

Although, as might be expected, most pupils supported by Basie Studies
formed friendships with qthers in the same form- roups also supported by the
Department, there were some notable examples of frjepdships between upils who
were supported by the Department and others who were not. The mather of one '
pupii who transferred from a nearhy unit sited some distance from ite parent <.
school commented that he always felt awkward about going to the gpecial unit -
because "it made him feel different”. But when he started at Draytgn ghe said ‘™
"he was very happy bepguse he was oppe of hundreds of children", 3Ip athep .. %
words, the special support arranged for him at Drayton did not make him stand x
out from other bLoys in the way attendance at the special unit did, Arather
parent, described how her son "gained in confidence" and 'blossomed follwing
kis placement at ODrayton. She thought that this had much to do with the faot
that he could enjoy all the facilities of the large secondary schaal but still ol
felt secure because "if there were any difficulties he could turn ta the Basic
Studies Department". . -

A critical factor in the success of the Department is the gttitude of -
tt > Headmaster towards it. He has consistently emphasised its status and the 2
importance of its role within the schocl. From the planning stage, the Head of
Basic Studies was accorded a level of responsibility equal to that af ather
heads of major departments (English and Maths). The work of the special
educationalists has always been valued as highly as the work of teachers in -
suhject departments. )




It is apposite to conclude his sccount with yet another reference to the
findings of the traditional Foundation for Educationsl Resesrch. Drayton, they ..
said, "offers & good working model of how a comprehensive school can incorpo- - -
rate pupils with specisl needs into its educationsl provision. The Basic -:
Studies Department has developed into @ highly effective provision dealing’
flexibly with a wide range of pupils who have special educational needs. The .-
Department hes become an integral part of the school and its work ie highly = -

regarded within it."
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LAFOLLETTE HIGH SCHOOL: A CASE STUGY IN ‘
THE INTEGRATION OF -‘HANDICAPPED STUDENTS

by Ruth Loomis and Sue Rood
Madison Metropolitan School District
Madison, Wisconsin

1. INTRODUCTION

The concept of integration of handicapped students with the nonhand-
icapped in the Madison Metropolitan School Diatrict is based on the humanistic
premise that both populationa benefit from such integration. For the process
to be successful, administrative and staff functions must be integrated at all
levels, all handicapped students must attend schools with chronological age
peers, support and related services must be provided to enable the handicapped
students to participate in and benefit from the instructional program,
opportunities for interection at the individusl student Jlevel muat be.
systematically provided, and the service delivery models must comply with the .
requirements of federal and state mandstes.

Concurrently the school climate -must foster and promote in .
administrstion, staff, students and parents an acceptance of sll students and
an acknowledgement of their legitimacy in a comprehenaive high school program. * :
Realistically evaluating the range of attitudinal dimensions, timely staff -  —
development must be provided and directed toward developing and maintaining ’
effective communication, increasing the knowledge base and heightening
perceptions of handicap and normalization, accepting individual differences,
and promoting team effort in recognizing that integration is a positive force,
not an intrusion.

LafFollette High School is one of four comprehensive four-year high
schools in Madison, a city of 170 000 population, the state capital, and the
site of the University of Wisconain-Madison. High achool attendance areas are
determined by geographical consideration only with flexibility to accept
enrolments from each other's areas depending upon the space available and
unique needs of students, Lafollette High was selected for thia descriptive
study because, of Madison's four high schools, it has the widest range of
students with exceptionsl education needs, it has made substantial progress in
the integration of handicapped with non-handicapped students, and it now has
the experiential base to view its progress in perspective.
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2. THE SCHOOL ITSELF

The Physiral Plant

At the time of the school's construction, it was planned that most
physivally handicapped students of the district would eventually attend one . .
high school and the original building design conasequently incorporated an:
elevator and ramps connecting its split level floors in anticipation of this’
school's becoming the orthopaedic centre. Although the district's more
enlightened approach to serving the physically hendicapped has dispersed this :
population throughout the district within the last four yesrs, fafollette l'lim
was basically accessihle to the physically handicapped when it o d in 1962.

The physical plsnt is typical of traditional high achool/ construction in
the last two decades. Classrooms are rectangular, seating thirty to forty
students; seven seminar rooms are available for smell group instruction; an(
instructional materials centre (IMC) is always available to all students, has
adjoining small group rooms, open stacks for resding, periochals, and refere,
ences, and is equipped with & wide variety of audiovisual equipment which.
includes various projectors, video equipwment, tape and cassette recorders snd "
the accompanying softwsre. Two large gymnasiunc, sn asphalt floored field- '~
house, a 750 seat auditorium, two 120 seat lecture halls, a school store, and & ; -
swimming puwol of Olympic specifications complete the indoor facilities. A
courtyard, athletic fields, and a parking lot for faculty and student suto-:
mobiles and cycles complete the 62 acre (25 hectares) grounds.

The Student Body

After three years in a middle school (Grades 6, 7 and 8), most studentn 1 *
are fourteen years old when they entex high school and are graduated at age -
eighteen. The average student carries five subjects plus physical education in” ; ;\(
classes ranging from 20 to 25 students and sttends daily from 8.30 am. to&xx
2.30 pm. or 3.30 pm. from the last week in August through the first week in
June. Major vacations consist of two consecutive weeks in the winter and one
week in the spring. With the exception of smaller classes and the option nf 57
continuing through age 21, special education students follow the ssme schedule. -

Of the 2 062 students enrolled in the 1981/82 school year, 96.5 per cent -

are white of non-Hispanic origin; 53 per cent are mele. The largest ethnic
minority group numbers 46 black students not of Hiapanic origin (Table I).

3. THE ADMINISTRATIVE STRUCTURES

LaFollette High Administration Lo

The LaFollette Principal, as the instructional leader of the school, has
the responsibility of coordinating the entire program in his building, bothi
regular and special education. Operating within the Board of Education™ '
policies and procedures, bhe has considerable autonomy in developing and -
implementing instructional programs to meet the specific needs of the local ~




T.ble I bl

LAFOLLETTE STUDENT POPULATION BY SEX AND ETHNIC ORIGIN, 1981/82

Grade 9 Grade 10 Grede 11 Grade 12 . Totel
Malc Female Male Female Male Female Male Female ) Mele Femeic'i
American Indien or ::
Alaskan native 1 1 1 1 1 1 2 L&
Yo
Asian or 8
Pecific Islander 1 1 1 1 1 1 3 G 4
Black, not of T
Hispanic origin 6 7 8 6 5 7 5 2 24 2
Hispanic 1 3 2 1 2 2 2 0 7 é
White, not of 5
Hispanic origin 241 210 275 246 249 253 294 223 1059 932
Total 250 222 285 254 258 264 302 227 1095 9%7
4




school population. The district concé;ﬁ:uaiizes its instructional pi‘qgi‘w ae A
providing options for all students in an integrated program, not a series of

ressonable d1scip11nary consequences for mfractmns, prov1dea resources. and
moral support in crisis as well as routine operations as appropr.iate, andf
assists in the articulation from middle ‘o high school to assure contmuity of:
program based on mderstandmg of student capabﬂ*’nes .mq appropriate
program expectatiors, he is providing strong leaderghip and & role lnodel to his;
staff and student body at the functional level in the

handicapped students. o

. Three Assistant Principals have grade level responmblhtu:s as nell as ’
Cepartmental supervision (Figure 1). The Principal emphasizes that “the
; Assistant Principals not directly responsible for supervision of specigl
education are, nevertheless, sensitive to the needs of special education
students which makes his administrative team a cohesive force behind the
integrated program. In myriad ways the cress-administrative support of specml
education is manifest, from attendmg to details like adjusting- heat
installing coor latches, and arranging adequate parking for ‘vehicles’
transporting the handicapped to controlling and obviating the ~occasional’
potentially disruptive factors in mainstream student behaviours, to making the:
major decisions on deploying regular education staff allocations, developing
the -master class schedule, and assigning classroom spsace.

Figure 1. ADMINISTRATIVE STRICTURE OF LAFOLLETTE HIGH SCHOOL, 1981/82

PRINCIPAL

General Administration
Instructional Leadership
Allocation of Resources

Athletic Programs
Public Relations -

! ! T

ASSISTANT PRINCIPAL ASSISTANT PRINCIPAL ASSISTANT PRINCIPAL .
Special Education Science Social Studies ‘.;
English Math Art %
Foreign Language Business Education Music -G
Instructional Distributive Education Physical Education T
Materials Center Instructional Computer Driver Education v
Human Relations Alcohol/Drug Abuse Student sctivities
Drama, Debate Scheduling Services L iaison with Law .
Yearbook, Newspaper Guidance Enforcement Agencies '—»fr
Forensics Administrative Computer Buildings and Grounds - ‘.'
Grade 10 * Grade 11 Grade 12
Part of Grade 9 Part of Grade 9 Part of Grsde 9
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,': articulation, budget development and monitoring, evaluation of administrators,.
and assuring the orderly management of the district's instructional program,

" Leadership of the Superintendent =0

.~ Superintendent's Management Council. The Council consists of the five .

]

) A fifth administrator coordinates vocational programs with the h
Assistant Principals in two high schools, prepares applications and reports for <

. state funding related to vocaticnal programs, and is responsible for safety

programs within the two schools. =

Relation to Central Administration

The high school Principal is administraéively responsible to a District
Director, one of two in the central office, who supervises two high schools and
the elementary and middle schools that articulate with them in curriculum . <.

The central administrative structure for instruction is detailed in Figure 2.

The highest level of administrative communication occurs at the

Directors (Figure 2) who meet weekly with the Superintendent and Assistant
Superintendent to discuss end reach consensus on major issues relating to the
district's instructional program =and allocation of resources to implement it. -
The strong stance of the Superintendent in integrating the district’s
instructionsl program is evident in the deliberations of the Council. The
Directors, in turn, meet with their administrative teams to clarify, amplify,
or initiate the appropriate activities related to decisions made at the .
Council. Minutes of the Council's meetings are distributed to all

administrators and are posted in all schools, thereby enhancing communication
within the system.

The Superintendent also meets with a faculty group, consisting of one p
representative from each school, on a monthly basis, to respond to their --
questions and to clarify any Board of Education or administrative decisions. W
Since issues related to special education are often raised, this forum is #
valusble in reinforcing the district's concept of an integrated educational
program. Minutes of these meetings are also posted in all schools.

Relation to Specialized Educational Services

Maintaining open communication, cooperation, and credibility at and
across all administrative levels is basic to the successful operation of any .
and all special education programs. A productive working relationship between ..
the Specialized Fducational Services Categorical Progrem Coordinators (Figure .
2) and the Assistant Principal with respongibility for Special Ecucation at
Lafollette High (Figure 1) is essential. The Categorical Program Coordinators
are responsibl:, under the authority of and accountable to their director, for
(a) district wide development of programs and services, (b) development of-
program gosls, objectives, and evaluastion criteria, (c) periodic needs
asisessment, and (d) responsibility for improvement of teacher competencies and
staff development as necessary to assure program quality. Their specific
responsibilities are delineated in state rules and regulstions. However, in the
daily operation of Lafollette High, the high level of commitment and efficiency
of the Assistant Principal who supervises the special education program is




Figure 2. ABRIDGED ADMINISTRATIVE STRUCTURE, 1981/82

BOARD OF EDUCATION

7 membere, elected at large for 2 yesr terms
- Policies, Procedures, Budget -

SUPERINTENDENT

ASSISTANT SUPERINTENDENT

Instructionsl Division

BUSINESS MANAGER
All related functions

! T [ i 1
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Hospital School
(3) Minority
(3) Emotionally Dieturbed Assistance
(elementary)
Autism e (4) Limited English
Occupationsl Thorapy Spesking
- Physical Therspy Migrant
. Psychological Services -Education
Social Work Services
) (5) Indian
(4) Learning Diasbilities Education
Emotionally Disturbed- .
= o (secondary) .. | g4
Q 2 IR (P B

W

NN

RSV

FREL b S0
L Ty MRS

e
S




recognized by the Principal and the Categorical Program Coordinators as the
critical Factor in the successful integration of these programs in the school
" and of individual students within their programs.

4. THE PROFESSIONAL STAFF
Reqular Education

The professional staff at LaFollette high for regular education is -
comparable to that of other district high schuols as the range of courses
offered is similar. The distribution of staff excluding special education is
shown in Table II. There are, in addition, one caae worker assigned to work .
with high risk students who are not in special education and a half-time
minority services counselor. ¢ )

Table 11

B e

LAFOLLETTE HIGH STAFF EXCLUSIVE OF SPECIAL EDUCATION, 1981/82

Area _ . Staff] Area Staff | Area

Art 5 | German 2 | Reading
Audio-Visual, IMC Latin 1 | Science
Business Education Spanish 4 | Social Studies
Distributive Educaticn Home Economics ‘4 | Music
Driver Education Industrial Arts 8 | Library

4

1

7

N

English Mathematics 1 Talented/Gifted
English/Reading Math/Science

French Ppyaical Education Guidance Counselors

1
7
1
2
1
3
3

Adaptive Education

Ohe of the sttrong features of the LaFollette High curriculum to bridge .
the gap between regular and special education has been the availability of
adaptive courses:. The two stated objectives of the adaptive courses are (a) to
provide appropriate éducational experiences within the content area and (b) to l
provide basic instruction in the content aress in order to enable more students .
to move into a mainstream class. ’ "y

Adsptive classes are taught by a team consisting of one regular educa-
tion teacher ahd one special education teacher. The team approach assures the .
appropriateness of courae content, teaching atrategies, and methods. Special -
education teachers may be assigned one period a day to team teach an adaptive
class. In 1981/J2, the staff from regular education assigned to adaptive
courses conaists of:

Art 2 Basic Business
Science 2 Physical Education
IMC 5 Traffic Safety

Home Economics & Induatrial Education

&
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A teacher of the mildly retarded, an enthusiastic supporter of. the”*

adaptive classes, sees them as a vehicle by which the student gains confidence, .
self—-respect, knowledge of a content area, and an idea that he may eventually:::%
succeed in a regular class. Another teacher of the mildly retarded mentioned, .::

the positive experience for her of being able to converse with regular teachersa;,'

in sharing disciplines and in lending mutual support as well as the benefit of &
regular teachers interacting with her students. ":

&
Specialized Educational Services o .:‘i:‘\

The staff at Lafollette High supported by the Specialized Educational.;i :
Services budget includes 26 categorical teachers,. itinerant services of a"f
vision teacher and orientation and mobility specialist, plus 5.1 relatedy :’,
services and support staff. The number of teachers, aides, and studentw
enrolments are shown by categories in Table III. Table IV shows support. pnu;\w\w

related services staff. P~

Teachers and staff positions (except for aides) shown in Tablem
II, III and IV are in the same professional bargaining unit with a singl,e o
salary schedule; mcrements depend on length of service and additiona ;
professional training.

Table III
LAFOLLETTE SPECIAL EDUCATION STAFF AND STUDENT ENROLPENT, 1981/82

Program Teachers Aides Students.

Emotionally Disturbed < B 0 23
Learning Disabilities 6.0 1.0 78
Mildly Retarded . 5.0 1.0 55
Moderately Retarded 2.0 2.6 17
Severely Retarded/Multiply Handicapped 3.0, 4.0 18
Moderate/Severely Retarded Vocational 1.0 0

Hearing Impaired 4.0 4.0 32
Speech and Language 2.0 0 40+

Vision Impaired Itinerant 4
+ plus consultation services

Table IV
LAFOLLETTE SUPPORT AND RELATED SERVICES STAFF, 1981/82 «
Staff = Assistant Students .

Psychologist 1.5 '
Social Worker 1.0

Occupstional Therapist 1.0

Physical Therapist 1.0 1.0

Speech & Language Consultart for retarded .3

Hearing Impsired Consultant for retarded .3
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The therapy asaistant plua two health aides under the direction of the '

school nurse assiat physically handicapped studenta in toileting, eating,
movement around the building, positioning, and dressing. The greatest number
of physically handicapped by disability is in the area of moderate and severe
.. retardation where 15 of the 35 students are in wheelchairs. Physical and
" . occupational therapy assessment and treatment are provided when the student's
. physician prescribea and monitora the service. The district’ doea not employ a
., medical officer and parents are legally and financially responsible for their

e chlldren s medical services.

Y

Audiological services are provided on an 1tineraﬁt basis from the f

central office and all students in programs for the retarded are screened

-y annually for possible hearing loss.

The district also has & School Age Maternity program with a staff of‘”

2 teachers located in classrooms in a school of nursing facility adjacent to a
city hospital. Students have the option of staying in their regular school

program or attending the special classes in the central location. Four %
LaFollette students were enrolled in this program during the first semester of .

the 1981/82 school year.

N

5. LEGAL MANDATES

Before proceeding further with a description of integration at

LaFollette High, a brief review of applicable mandatory legislation and funding
sources will be presented to provide a framework for understanding the
contingencies, constraints, requirements, and opportunities within which the
special education program must function.

Federal Legislation

Non-discrimination on the basis of handicap was addressed at the federal
level in 8 regulation implementing Section 504 of the Rehabilitation Act of

1973 (Public Law 93-112) and incorporating by reference Title VI of the Civil

Rights Act of 1964. Section 504 provides that:

No otherwise qualified individual... shall, solely by reason of his
handicap, be excluded ‘rom the participation in, be denied the benefits
of, or be subjected to discrimination under any program or activity
receiving federal assistance.

A handicapped person is defined as

...8ny person who (a) has a physical or mental impairment which
substantially limits one or more of such person's major life activities,
(b) has a record of such impairment, or (c) is regarded as having such
an impairment.

The other majer piece of federal legislation is The Education of All the
Handicapped Act, Public tLaw 94-142, a permanent statutory authority with no

3

s
4o 2 R @

. o * < Dten

A > ) EERE R

VAR -
y s -~ i\
- wiae e e e h_u\“}t’&.«x AW i h;x*k PRy

-

. ¥ ‘.’_“,) %
% m*.ws&wm e k)

"L X . »
.
P N N

\

%
.2,
=
ot
5




- %

expiration date. A sestion of this Act requires states to establish policies ‘f

dnd procedures to iRsufe that oF

) to the maximym extent eppropriate, hafidicapped children... are. ¥
educated with nonhahdicapped children, and N B

b} that . specisl elawses, separate. schoblihg of .other removal .of: %
handicapped childreh fiom the regular edueatiohal environment occurs
only when the nature br severity .of the hahdicsp is.such that
education in tegular classes with' the uge of. 8upplementary aids and’
serviceg cunhot be wchieved satisfactorily. *

Public agencies &re also tequired to make provisioh for sipplementary. .
services wuch as  resoutee tobms or itinereht instiuction provided B N
eohjunction with reguist 6le¢s placement. R

Further provisions af PL 94-142 include: ¥ 51
Eash public agefiey shull also insure thdt Bath handicepped child!
etycational plaeement is as close sa possible to the child's homei.: s
ahd in selectiﬁg the Jlestt reatrictive ehvironment, consideratioh is-
glven to sny peteritisl hatmful effect on the child or on the quslity f-
Betvices he or she Heeds, . |

Providing and arranging for the provision of nonacademic and extra
turricular servites 8nd activities, including mesls, recess perioda, end:
counseling serviées, athletics, transportation, health services, recre-,
gtional activities, speciel interest groups or cluba aponsored by the h
public agency, and referrsl to agenciea which provide ssaistence to
handicapped persong, 8nd employment of students. Y

Each public agenpy must establish and implement a goal of full educa
tional opporturity tu @11 handieapped children. ‘ &
Program options myat insute that its handicepped children have available .
to them the variety of educational programs and aervices availeble to
nonhandicapped childten inh the ares served... including art, musicy: -
industrisl arts, consumet and homembking education, and vocationdl-
education. s

[ S
Physical education services, specially designed if necessary, must bé
made available to every handicapped child receiving & free appropriate
public education.
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State Legislation <
Although Madison hed speciel education programa for more than fiftyj
years under the state of Wisconsin's permissive legislation, they expunded when =
the state's mandatory legislation became effective in 1973. ‘i

i3
e
: 5

Provisions of the state legislstion are, for the most part, in %-
congruenca with the federal laws. Through asseasment by & multidisciplinary;. !
teem, a child must be found to have 8 disability and a handicapping condition.:*

and a need for exceptionsl education to qualify for educational services to . ',
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supplement or replace regular education. Conditions that may require suech
services are enumerated in the state statutes as: E

Physical, crippling, or orthopaedic disability; mental retardation of
other developmental disabilities; hearing impairment; viaual
disability; speech or langusge disability; emotional disturbancef
learning disability; pregnancy (intluding up to 2 months after the birth
of the child ot other termination of the preghancy); and any
combination of cohditioris named by the state superintendent of public -
instruction or enumerated abave. ‘

Section 504 Application

In interpreting the fedéeral Section 504, the district has categorized
and described service at fouf levéls. A student is assigned to a program ;™
representing a level of service é&ppropriste to- his needs in the least
restrictive program possiole. The four categories with some iilustrations from |,
LaFollette High follow. . - C s

S RS W e

Level 1. Regular education program with related sbrvices, noh-academic
activities with related service, &nd extra-curticular activities withs
relsted services. -
A visually impaired student attends regular classés but receives help : -
from an orientation and mobility specialist in improving hia self : 3
concept and coping with problems caused by impaired vision. Some Gk
hearing impaired students attend fegular classes but need the aesistence ¢
of notetakers. ‘ L

Level 2. Regular education program supplemented by exceptional
education program services at the resottce *svel with telated services,
non-academic activities with relsted gerv.ces, and extra-curricular
activitier with related services. . ! O

This level is characterized by resource progtams. Students are enrolled
in regulsr education classes for more than half of the sthool day. Their
participation is monitored by a special education teathér. As necessary
and on a8 scheduled basis they will report to a resource room for
assistance by their special education teather in their regular class .-
work or they may have an academic class with the special education
teacher.

Five of every seven learning disability students at LeFellette are in
resource programs. ' v - i

Level 3. Exceptional education with integration into regular education
curriculum programs with related services, non-academic activities with
related services, and extra-curricular activities with relited services.

v &

P
»

Students are spending at least half of their day in classes taught by a
categorical program teacher. At LaFollette High, the mildly retarded
will be most frequently schaduled at this level, usually termed a self-
contained integrated program.
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Depending upcn individual functioning level, a student may be enrollad:;_
in regular education classes although the elections will usually be in*:
such classes as home economics, art, physical education, or the:--

adaptive clacses held in the rugular sppropriate classrooms or L
laboratories. ”

. . P
Level 4. Exceptional education with .related services, non-academic:

activities with related services, and ext.a-curricular activities with”
related services. : . .

This level is characterized by the aelf contained or self contained- ™
modified class. Students will be instructed almost completely by their -+
special education teachers because the severity of.their disability or 3%
multiple disabilities prevents them from benefiting from any regulsr
education classes.  * . .
At Lafollette they will not be grouped with nonhandicapped students-for.’ .
their basic  instruction. Such students, : however, freely use ~the .
cafeteria, commons area, pass through hallways during - the’ school -’
scheduled pessing minutes, and use common restrooms without restriction.

While students more mildly handicapped are receiving home economics and
consumer education, for example, in a regular home economics lsboratory, 5

]
the severely handicapped will have their class in a modified accessible..
kitchen. )

Designated Schools

In further compliance with Section .504, seventeen (of forty) Madisofi.’
schools were designated "504 Schools" which.meant they were accessible or would :
be modified to be accessible. to phyaically handicapped - students; .
Geographically distributed throughout the city, three high schools, four middle-
schools, and ten elementary schools werz so designated. This-program was.:
phascd in over the last three years, has cost $503 700 with some work (sbout::
$8 000) still to bz completed. This has all been accomplished with local:
funds; no stata or federal sppropriations have been available for this work. .. 'fl‘_‘

Modifications at LaFollette High

The major project at LaFollette High was to develop about half of an
open unsupervised stud, area into two classrooms and an accessible kitchen to t
accommodate an increased population of moderately and savarely handicapped:::
students. Including plumbing, wiring, and the equipment such as ranges,
rafrigerators, conventional and microwave ovens, clothes washer and,drya;",'-jé\;,_
garbage disposers, dishwashers; work countera, and storage cabinets, the
kitchen construction cost about $46 000. oo vy

- B
A oy, e

Other accommodations includad modifying and reserving two rest-rooms for -
the students who are in wheelchairs. For convenience, modificstion of::
additional rest-rooms is planned but thase would not be restricted in
availability to the general student body. A changing room for use of .the
health assistants to attend to the physical needs of students were constructed -
to insure privacy not possible in the other restrooms. Funds hsve recertly. .
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been approved to inatall a power lift in the swimming pool area to enable staff
to lower and raise physically handicapped studenta with concern for the safety
of studenta and staff,

6. SERVICE DELIVERY MODEL

The Board of Education Statement

i The Board of Education have formulated their philoaophy of education
" statement which includes & dedication to the principles which contribute to
American democracy, a dedication to a belief in the dignity and worth of the
individual, and a dedication to a comprehensive educational program. Their
statement also pronounces that there sahall be no diacrimination on basis of
handicap.

The Conceptual Basis

Service delivery models are based on the following concepts formulsted
by the Specialized Educational Servicea Departient in full consideration of
mandatory legislation and the district's educational philosophy:

7. No student is too handicapped for placement in an appropriate
educational program;

2. Handicapped students sh «Ad participate to the meximum extent <%
possible in the regular education program including the academic, _ .
the non-academic, and the extra-curricular components; ‘

3. ‘he special education programs should be a part of the school
district's total instructional program rather than a parallel-
system;

4, All students ahould be in school environments with their chrono-
logical age peers; T

5. All necessary related servicea that a student needs to participéte o
fully should be provided;

6. Programs for the handicapped must be geographically distributed . L
throughout the district; e

7. An articulated curriculum, grades kindergarten through twelve, or
age three to twenty-one, with appropriate scope and sequence muat be
provided;

8. The placement of a student in a special education program is deter- -
mined by a multidisciplinary assessment of the student's educational
needs;

9. Parents should have significant involvement in the assesament of
their child and in the development of the goals and objectives of

78




the student's individualized educational program, cononly referred
to as the IEP; .
3
10, Non-segregated service delivery models for the more severely handi- e
capped are advantageous and preferred generally beceuse it seems ,%
imperative that the educational experience should be representative ',
in preparing the handicapped students as well as the nonhandicapped
students to function adaptively. In the school setting, ekille,w&
attitudes, and values of nonhandicapped students will become more .
constructive, tolerant, sand appropriate .by exposure to an inte- ,,;
gration with handicapped students.

7. FINANCIAL RESOURCES

Resources for specisl education programs are derived from a coshination *‘v
of federsl, stste, and local funds, all of which have separate administrative s
byrdgets, reporting systems, timelines, and audits. The Director of Specielized
Educational Services is responsible for accessing and coordinating resources by A
gubmittmg plans of service and proposals for funding to state and federal -
agencies and for developing his budget requests at the local level. The;Di-'
pector also controls the implementation of all budgets supporting speciel,v’{‘

edycstion with one exception in the local schools. ,M

Federal Monies

Six different federsl programs have provided funds for special education
in the district. LsFollette High has hsd substantial.access to the funds and: '
hsg benefited from its participstion in several projects. *

Federsl PL 94-142 Flow Through Funds are bssed on the number of studenteu
enrolled in the district's special education programs each year, a per capitew
computation. "Flow Through" means the funds come to the district through the:‘(
stste Department of Public Instruction which has an approval and monitorint
responsibility. These funds hsve been appropriated since 1978 and amounted to
$200 per student in the 1981/82 school year, a total of $347 600. Federal™ ™
priorities are to identify unserved children and serve the unserved or under- .
served children with exceptionsl educational needs. When these priorities have i
been satisfied, remaining funds ($126 900 in 1981/82) may be used for staff ™
development, conference snd seminar participation, and evaluation projects. g

PRWY

Propossls to sccess these funds may originate from schools, scross dis- -
ciplines, or from any ad hoc group with a common focus. Proposals are reviewed
by a committee of regular and special educators and, if recommended for fund- e
ing, then must be spproved by the Director of Speclallzed Educationsl Services. - °
Since funds may be used for both regular snd special education needs, this '
integrated spprosch to mansgement of staff development further promotes the :
interaction of hsndicspped and nonhsndicspped stsff at the locsl school level. i

LaFollette High has hsd seversl projects supported by the Flow Through
Funds. Some of the more recent ones sre these:
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Teachersa of emptionally disturbed end leapning disabilitieg at a -
middle schagl were provided with substitute temchers to enable them -
to meet (afollette teachers to devalep trensition snd long range = . %
planning for group and individual neads of the students maving from  °:
middle ta high schoal. In this way apgtoprintn high school eleqtives - - °
are chosen as commnication is egtablished betwsen counsellors mnd .-,
special education teachers, regylar and spesisl education teachers, ~ <
end teachers and parents; . T =

Substitute teachers were provided tp enmble LaFollette teachaps to .
perticipate in scheduled meetings of Pegular education pringagala., 5.
and support ataff who constitutea district-wide lesdership tewm on - N
secondsry pragrams for emotional dimturbanes;

LaFollette teachers of the multiply handicapped were provided with v
extended mlog:ent to develop commnjcation beoklets for thefr -
students who have limited speech or none for use in the commens
ared, ordering food in the cefeteris, huying Junch tickets, and in
their cmi.gy inatruction; ‘

Extended employment was provided for a number of teachers end theip
aides for a staff development sessjon on coping with tantruming and .
unacceptahle -aggressive behavipyr of sgtudents, This provided an .-
opportunity for interaction of staff and development of strategies .
to expend the edycstionsl programming for certein students within
the achogl and community;

Speaker/cansultation fees were provided for 8 full day warkshg (on
a district-wide insprvice day) for psychglogists, social qucgpg.
and teachers of the emotionally distyrhed to aocquire basic knowledge
and awareness of childhood and adolescent depression. Teachers
needed to develop teaching/learping strategies and to become mare
sensitive to recognizin gzmptpms. The support steff wanted tg know
more sbout differentig] diagnosis, symptoms, medicstion, and fmuy»
factors in order to aid in sccurate assesements and treatment |

Teachers of the retarded on a djgtrict-wide basis held a seggion on y
coping with professional stress with the presenter's fees partially 1y
provided by the federal money; o

LaFollette teachers of the moderately and severely retarded received
extended employment pay to meke a longitudinal review of their o
curriculum to further promote articulation and enhance the extended
opportunities for this group of students in the school and community
instructional environments;

Fees were provided for presenters for a half-day workshop on human
sexuality in adolescence for secondary teachers of the emgtionally
disturbed and those with learning dissbilities. This was held on 8 <
district inservice day so substitute teachers were not necessary; o

The district speech and language therapists attended a local seminar -
on phonology with the speaker's fees provided by the federal funds.
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Public Lew 89-313 Title I Funds are availabl. to the district on & per :
capita basis to supplement the educational progrem of any studert who has
previously been served in an institutional educstional program. In 1981/82 at’
Lafollette High, one mildly retarded student, one emotionally disturbed :
atudent, and 9 moderately/severely retarded students have generated $720 each.

The regular education program in physical educatxon and 1ndustrxal arts
has been able to purchase modified equipment with some of these funds; $5 500
is being used for transportation costs involved in the community and vocational
programming of the multiply handicapped students. In the previous year, an -
electric typewriter was purchased for use by the one emotionslly disturbed -
student to enable him to achieve at a higher level in his classes. o

Hearing lmpalred/Mentally Reterded Consortium. In 1977/78, the Madiaon«»
District entered into a five state consortium funded by federal monies to .
develop curriculum and nore appropriate services for multiply handxcapped
hearing 1mp81red students. Madison was the only public school district-
included in the consortium and the target population was enrolled at LaFollette’
High Schoul. The goal locally was not to segregate this group instructionally -,
but to place them on the basis of their functioning ability with audiological a$
and hearing resources available and a curriculum model similar to that used in
developing prograre for the retarded with skill development in the community, -
domestic, recreational, and vocational domains.

Vocational Educstion Amendments (also a part of PL 94-142) funded tho,,
most significant an? comprchensive staff development project in turms of pre-’?“
paring staff to integrate the handicapped population. Twenty LaFollette ..
teachers plus another ten from other schools entered into this training in
1978. This represented a major commitment by the participants to prepare .-
themselves for integrating handicapped students in their classes. N

In cooperation with the University of Wisconsin Behavioural Disabilities’ "
Department, a four semester sequence was developed to meet the state re-;
quirements for certification to teach handicapped students in addition to the =
vocational certification they salready held. The opportunity wes created to .-
develop close communication, cooperation, and a mutually beneficial strategy" l
for develening professional knowledge and respect for the various disciplines "
involved. The teachers met weekly for instruction for the four semestera and .
completed a practicum snd scheduled observations in special education classes. f;

The program objectives were developed by the participants and are re-»~
produced here because they reveal the wide range of self-identified needs from ™
seeking to understand the philosophical base .o developing strategies to™
implement their owi programs. Th~ objeci..:o were : i\j!

1. To create an awareness of the physical, psychological, and educa- 'j
tional needs of handicapped students ;

'n

\.

_3

2. To kelp educators understand the nature of each disability ;

v i
c‘%“

3. To help educators acquire ways to fit educational programs to stu- g
dents, rather than students to programs ; =

,»

4, To help educators acquire a working knowledge of the assessment A
process and concept of educational needs ;

s




5. To bring district schools and teachers into compliance with the
laws ;

6. To help educators learn how to refer children for services H

7. To help educators acquire skills in regular education -- special
education cooperation ;

8. To help educators recognize and utilize the services of support
personnel from the system and the community ;

9. To help educators become awa.e of the impact their own behaviours
have on handicapped students ;

10. To help regular classroom teachers recognize the contributions they
can make to "special kids" ;

11. To demonstrate to regular teachers that certain techniques available
for handicspped students will ma'c them better teachers of all
students ;

12. To thelp regular teachers understand the significance of "the least
restrictive placement" ;

13. To help educators learn methods and skills for helping regular
children accept (not just tolerate or except) students with
handicaps ;

14. To acquaint educators with the pros and cons of m streaming and
integration ;

15. To acquaint teachers with a variety of service delivery models,
methods, and matarials ;

6. To help teachers and parents acquire and use the necessary
interpersonal skills for working together.

U.S. Office of Education Joint Contract with the University of Wisconsin
Department of Behavioural Disabilities. A three year contract which particu-
larly benefited LaFollette High provided resources to develop curriculum strat-
egies for the moderately and severely handicapped students in chronological age
appropriate school and community environments. The contract supported 1.5
teachers assigned to LafFollette to assist in the integration of the severely
and multiply handicapped students into a hich school environment.

Deaf/Blind Funding has been available to supplement the program of ten
deaf/blind students, one of whom attends Lafollette. In 1981/82 these funds
are being used for instructional travel costs and to purchase some additional
small applisnces for the accessible kitchen. In 1982/83 it is anticipated the
funds will be requested to support resource teachers for this target population
which will be programmed for in three high schools.
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State Aids ’ . -

R I3 R
Local districts receive general state aids based on a formula relating
total district enrolment, equalized property values, and level of expepditures.;‘f‘
Although the average level of general aids received in the state is about®
40 per cent, Madison will receive only 14 per cent of its 1981/82 school budget.
from gencral aids while 72 per cent will come from locsl property taxes. State
handicapped aids amount to 7 per cent for 1981/82 end the balance comes from:
other miscellaneous revenues including student fees. (Such student' fees at-:
LaFollette High range from $7 to $12 per year). The state hendicapped aids are.:
computed on a percentage of special education - salaries . (including” f'ringé" X
benefits of about 23 per cent) and student -transportation cos(:s“ . subliission
of financial claims based on a prior-spproved plan of service: ‘lhtu‘ 1979/80;: e
this funding was on a “sum sufficient" appropriation and reimbursement. was made- st
at the 70 per cent level. Recent legislation hasrchanged-this to a "sm; >
certain" apprepriation and the ievel of reimbursement.is now at 67 per cen
with the probability of further reductions in the next fiscal biennjumyiiiz _
Although the state continues to recognize that specisl education costs require*‘;%..
state supplementation, because staff salaries represent 80 per cent of the\,«:a
district's total budget, any Teduction in the level of state support has
major impact on determining the local educational priorities.

>

The Specialized Educational Services Budget ' -
G

The Department budget is developed by the Director and the Categoncal.
Program Coordinators who plan on a system basis for staff needs,‘anticipated
instructional requirements of classes, support and related services, and trans-"{
portation. All department budgets are reviesed with the Superintendent- and the: iz
Directors (Figure 2) with the Business Manager and Comptroller also in _atsr )

tendsnce. After modifications and adjustments, the total budget is preaented,» 5
to the Bosrd of Educatmn for review and' approvel. The adopted budget is then‘

on an annusl basis. ¥ “\‘1‘;‘
Once the budget is approved, tentat1ve amounts for mstructmnal pu'r
poses will be established for LaFollette's special education programs, as fo
other schools, on a student/teacher count with adjustments made for unique ]
needs such as starting or expanding a program or special equipd'ent tequxrmnts B
of individusl students. Schools are informed of their allowance by‘the Cate<-%j
gorical Program Coordinators and may requisition throughout the year for- thei
programs. The Coordinators are responaible to their director for managemen
and implementation of their program reaources.- cy . S

staff development as well as evaluation projects. As, the-number of hamhcapped
students increased, the Lafollette High apecial education steff has consis-~-
tently requested summer employment with regular teachers to develop together’::
their adaptive curricula. The persons working each summer vary by disc1p1inea%w
and category depending on the anticipated needs for the commg year., Teacherag,a‘i
are paid from $50 to $70 (depending on number of years' experience in. summep:::
curriculum work) for a six hour work day. LaFollette's request for the 198 ;
summer planning is $1 000.
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LaFollette Budget Supporting Special Education

. Each school Principal develops budget requests for his/her own building,
including projected maintenance and renovation of the physical plant. A dollar
amount per student is established by the central office for instructional
materials, supplies, and equipment for nonhandicapped students and one-half cf
this per capita figure for special education students. In this way the school
has funds to support the integrated handicapped students; the nonintegrated

part of their program is supported by the Specialized Educational Services
budget. :

5T ene Aot

With LaFollette's srojected enrolment of 210 special education students,
the Principal could plan on 210 x $95 (the per capita high school allowance) :2
(or $9975) to use at his discretion in supporting the integrated program.
LaFollette has used these integration support funds in the following.ways :

1. To supply instructional materials, texts, and supplies for students
in integrated academic classes ;

2. To purchase consumasble supplies for students integrated in art, home
economics, industrial arts, and adaptive classes ;

3. To support partially the costs of photocopy and duplicating paper. in
faculty work areas ;

4. To underwrite transportation costs for field trips and instructional
travel for handicapped and nonhandicapped in integrated and adaptive o
classes. Transportation to bowling lanes for physical education is
one example ;

5. To fund costs of school assembly programs for entertainment or en-
rict ent presentations ; .

6. To purchase special equipment items necessary for integrated s. .-
dents such as floats for the swimming pool. 3

This system of funding waa established to give the local schools the
monetary support necessary to encourage and expand integration according to .
their specific needs while, at the same time, recognizing that certain program *
requirements which must be assured by the Specialized Cducational Services
Department are dependent upon resources ccordinated in the central adminis-
trative offices,

8. FROM SEGREGATION TO INTEGRATION

Historical Segregation of Facilities o

Although programs for students with milder handicapping conditions have
been historically located in regular schools in Madison, movement teward the
integration of programs for the moderately and severely retarded and multiply
handicapped students has been evident in the last ten years and accelerated
since 1977. Madison used to have one segriogated scheol for this population to
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age 21 and also served students who were primarily physical‘y handicapped, . also
to age 21, in part of an elementary school which had ramps, an elevator, and a
specially designed swimming pool. Both of these facilities are now closed.

Characteristics of the segregated school included (i) an intense, com-
mitted, skilled professional staff who had extremely limited opportunity for

developmental comparisons with nonhandicapped students or interaction with L3

teachers of the nonhandicapped, (ii) students who had no nonhandicapped peer
models on their campus, (iii) concerned parents who met regularly for psy-
chologiczl and emotional support, (iv) a remoteness and isolation from the rest
of the school system, (v) nonhandicapped students for the most part unaware of
the school's existence unless they were personally knowledgeable through
relatives or friends who attended there, and (vi) 2 community-at-large un-
awareness or assumption that this was an acceptable service delivery system
since the children were in school and not at home.

Wnhile the orthopaedic facility prcgram was less isolated, it was not
responsive to the educational needs of the child because of the faulty basic
assumption that the need for physical and occupational therapy was of greater
significance than cognitive functioning level or chronologicel age peer models.
(The swimming pool, however, is still available to elementary and middle school
students requiring adaptive physical educatinn and a .6 allocation for a qual- .
ified swimming instructor assures proper management of the program. The swim-
ming instructor develops the individual student goals and objectives with the
physical therapist, the classroom teacher who accompanies the students, and
parents).

The Process of Desegregation

The process of closing the gegregated facilities required a systematic
multidisciplinary evaluation of each student's educational needs and placement
by chronological age and functioning level in existing classes or developing
new classes geographically distributed throughout the district. A number of
the high school age students were transferred to LaFollette High, which was, of
course, the reason for developing the joint curriculum project with the Uni-
versity of Wisconsin and securing the additional allocations to meke this
transition successful.

Although the ideal number of handicapped students in a school should not

exceed the proportion found in the general community population, this balance |}

has not yet been achieved; it is, however, being approximated as resources can
be organized for transition and allowing for other contingencies such as school
closings because of declining enrolments with consequent staff changes,
unanticipated population shifts, and the rapid addition of students from a
residential institution.

The physical and occupational therapy services followed students as the
orthopaedic centre was closed and an integrated therapy model was developed by
creating therapy teams based in the designated physically accessible schools,
such as LaFollette High, to provide the related services that are essential for
the physically handicapped to psrticipate in an educational program in a reg-
ular school milieu. Thv.s represented a significant departure from the historic
orthopaedic model of services provided as an extension of clinical services.
The therapists at LaFollette now share with students, psrente, and teachers the
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responsibility for program implementation of assessments and interventions in .
the nstural environment with goals identified by a physician's prescription and :
established for each student on an individual basis. ot

LaFollette Expansion

Lafollette High's period of most rapid expansion was from 1975 to 1979
when the special education staff increased from five to over 20. . Concerns of .

the regular staff naturally centred on how the addition of this population _ - =
would affect them in terms of class size, possible encroachment on:classroom . ;o3
space, and demands on their professional expertise, Special educetion teachers “%ﬁ
well knew they would have to establish credibility and integrate themaelves.. P
into the staff if they expected their students to be integrated into the life’,. %

of the school.

Preparation of Staff

The Principal of Lafollette during those four years is currently the
Area Director within whose jurisdiction the school lies. He commented on the
critical issues in assimilating programs, emphasizing that success will be . -
highly dependent upon the principal's exerting strong leadership in-creating a
school climate that is viewed as receptive by all staff. This means that the. _ 3
special students and their teachers are not to be viewed as separate or extra
but an integral part of the total school program. Many staff sessions were
held at LaFollette to initiate regular staff with the basic principles of
special education, why students have special needs, what the expectations are
for these students, how to view the student as a learner, and in developing
positive attitudes toward meeting their education needs.

From the Principal's position, the speciasl education staff was consid- - :
ered part of the entire staff and their department chairperson was a part of
his cabinet; the special teachers, for their part, had to recognize and accept
their role and responsibilities in communicating with the regular staff. In
retrospect, the Director feels that serious problems encountered in those years
were relatively few, but those that developed could most often be attributed to
8 breakdown of communications between staff members:

The comprehensive staff development progrém for vocational teachers
previously described was initiated during this period of rapid expansion.

Entrance of the Hearing Impaired Students

High school students with hearing impairment started to enrol at
LaFollete in 1974 for both aural/oral and total communication programs.,
Madison also started accepting nonresident students on a tuition basis in
programs for the hearing impaired. These studerts had attended a state

residential school for the vyears previous to e. ‘ling in the high school
p.ogram,

Programs for the hearing impaired students in Medison sre now concen~
trated in elementary and middle schools that articulate with LaFollette High in
order to provide services more efficiently in terms of staff time, provision of
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auditory training wunits, and accoustical treatment of classrooms. Thia conhcen-
tration is an exception to the goal of avoiding density of any one categorical
disability in one area of the city, However, students with hearing impairment
who require only itinerant service or teacher consultation may attend the high
scheol (or elementary or middle) in their residential area and are not required . i
to attend Lafollette High or the lower articulating schools. N

A longitudinal advantage yet to be realized in the integration of the
hearing impaired is that, with pregrams now established in an articulating
elementary school, many of their hearing classmates have achired Slgﬂiﬂﬁlﬂmn 3
skills and easily comunicate with them. As this population moves through )
middle school and into the program at LaFollette, presumably' they Wlll maintain

this interaction with classmates of long standing.

The Moderately Retarded and Multiply Handicapped

The other exception to the appropriate density of a cetegorical group, i
the high number (35) of moderately and severely re tarded/multiply handicapped
students who attend LaFollette, with a similar number in %wo other high
schools. Sixteen of the 35 live with natural, foster, or group home parentss
three are residents of neighbouring districte who attend on a tuition basiss: ..
and 16 reside at the Central Wisconsin Center for the Developmentally Disabled. -

The Center is a state residential institution with medical and research
priovities under the control of the state Department of Health and Social:
Services and is located in the city. Because of a federal noncompliance suit
charging that students of public school age were not being educated in the
least restrictive environment sand tecause the students were residents oﬁ
Madison by legal definition, the district was requested by the state Department
of Public Instruction to initiate a model program to provide approximately 100
of the school age residents with appropriate educational programs.

The Center students have been phased in during the last three years
through the multidisciplinary team process and close liaison with staff at the
Center. The greatest number of eligible students, i.e., medically independent
during school hours, are of high ichool age. Admissions to the Center have now"
been severely curtailed and, as other living arrangements are created for this
school age populatio. - since it is being demonstrated they can function in a
public school setting — it is anticipated that within five years their number
in the Madison schools will be substantially reduced.

The state has supported the costs of this transition of students from
the Center through use of state discretionary PL 94-142 funds,

9, INTEGRATION OF STUDENTS

Many teachers may be competent but the catalyst for success is the de-
gree of enthusiasm teechers consistently exhibit in their daily functions,
Because of it: integrated model, Madison schools attract state, national, and
worldwide visitors as profess.onal educators and parsnts eveluste different
models in searching for solutions to their own needs. The exchange of ideas
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from philosophical tenets to pragmatic resolutions are mutuaslly beneficial and .}
stimulating. :

One group of administrators in process of desegregating a facility re-
cently spent time with some of the special education administrative staff and
then visited Lefollette High. -Their comments upon departing ‘were : "The
discussion with administratoic was what we expected, academic support of their
programs and some good suggestions on how to make the transition. What really
convinced us was-seeing the integration at the high school and talking with the
special teachers who honestly and enthusiastically discuss and support what

*3~~ they're doing. It's amazing to see the special studerits at home in thg entire ’if:;

! building," K
A significant factor in the successful integration at LaFollette is cer-
inly the overall support of the students by speciasl education teachers re-
gucdless of the specific handicapping problems of the students.' Monitoring has
a divergent application and significance exemplified by the special teachers
deliberately arranging their schedules sc at 'least one is free every class
period o attend to emergent student, staff, or parent needs without delay. .
They have recognized the strategic advantage of kiowing all the special
students, not just those on their own class list, so they can be responsive :
with inter-teacher consistency when situations arise requiring decicion and .
action.

P

Full Time Equivalency in Special Class

The amount of time special education students spend in their self-con-
tained classrooms is recorded in tcrms of full time equivalency. The per—
centages given in Table V indicate the amount of time students spend with
special education teachers, the balance of the time being in integrated. .
classes. ’ .

The data show that four erotionally disturbed students of 23 are self- '
contained completely but 17 are jntegrated at least 50 per cent of the time;
learning dicability students sdre well integrated with only sever: of 78 self-
contained more than 70 per cent of the day, another ten self-contained up to 50 o
per cent of the day, and the remaining 61 integrated at least 50 per cent of RS
the day. ' .

Students' time in adaptive classés is counted as self-contained since
one of their teachers will be team teaching the claen, This technicality

accounts for the high number of mildly retarded students shown us 100 pei cent
in special classes. -

One progrsm feature not captured in the data in Table V is the integra-
tin possible within the special area. The categorical labels of students do
not restrict their progrem optiors. When a student's learning needs indicate
thet a different instructional group will be more appropriste, this is nego-
tisted. An “emotionslly disturbed" student, for example, is programmed at a :
vocational training site and has his academic classes with "mildly retarded" e
students; a "moderately retarded" student is in an English class vith "mildly . .7
retarded" students. Students at vucationel sites or {he retaiced may have a
range of handicapping cor Yitions as heterogeneous groupings may be more advan-
tageous in some circumstances and also more closely epproach normalization,
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Table V

THE PERCENTAG. OF TIME SPECIAL EDUCATION STUDENTS SPEND
IN CLASSES TAUGHT BY A SPECIAL EDUCATION TEACHER

% Emotionally Learning Mildly Moderately Hearing
Disturbed Disabled Retarded Retarded Impaired
100 4 - 37 17 4
90 - 6 7 - 4 -
B0 - 1 2 - - 3
70 1 B 6 - 8
60 1 2 - - -
50 5 " - - -
40 1 7 - - -
30 4 7 2 - 2
20 6 20 1 - 6
10 1 16 - - 8
23 76 55 17 32

Integrated Classes

The courses into which handicapped students at Lafollette High are
integrated are shown by enrolment by categorical disabilities in Table VI,
Physical Education; Table VII, Academic Areas; and Table VIII, Elective
Courses.

Physical Education

Most students will be enrolled in a physical education class, either
adaptive or reguiar, as the school has a graduation requirement of three ycars'
participation in physical education. Some mildly retarded students,
particularly post-graduates, are regularly out of the building on vocational
training sites and may not include physical education in their schedule every
semester.

One adaptive course is designed for students in the program for mildly
retarded who are best served in an individualized class. Units include
vclleybsll, basketball, football, swimming, weight training, bowling, baseball,
and soccer. Usually five or six nonhandicapped students will also be enrolled
in this class as the individualized instruction better suits their educational
needs. A second adaptive class is designed for the moderately and severely
vetarded students with units including skill instruction in cooperative games,
swimming, basketball, volleyball, bowling, floor hockey, and excrcise. The
physical and occupationel therapists are supporting in the adaptive clasaes on
a regular consulting basis or on request to assist in adaptations for
individual students. “

The physical education ctaff has worked consistently in cooperation
with the special education teachers and therapists in building their adaptive
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program. However, less in reaction to his own contribution than to the impact
~ * on the school, one of the physicsl education teschers has commented thst he haa
: been most 1mpressed by the positive resction of moat of the so-cslled "normal"
students for whom he thinks thst’has been a valusble experlence that could not
be duplicsted elsewhere in eny other s1tust1on.

L Taachers of the mentally retarded have been exceptionally supportive of
) the swimming classes in which their students sre enrolled. It is not unusual
to find three teschers and their aides in the pool with the students in order
to give the individusl atlention desirasble in swimming. The willingness of the
staff, including the aides, to assist in the instruction has enhanced.thismw’
program consistently. £

R

Tsble VI
w! STUDENT ENROLMENT BY DISABILITY IN PHYSICAL EDUCATION CLASSES

Emctionally Learning Mildly Modcrately Hearing
Disturbed Disabled Retarded! Retsrded* Impsired °

Regular R
Class 17 59 7 0 13 ’
Adaptive
Class 1 3 31 35 8

* includes severely retarded also.

Basic Academic Areas

In the basic academic areas of English, msthemst1cs, science, and social *&
studies, the highest integrated enrolments sre in resding and English courses,
followed by social studies. In these areas the only sdaptive course offered is.
in science for an elective in grades 16 - 12. The adaptive course is tsught b/
a science teacher and a teacher of the learning disabled or emotionaliy
disturbed. The content includes science topics relevant to daily life,
concrete rather than theoretical and technicsl, and encompasses biological,
physical, &nd earth science units.

Table VII
STUDENT ENROLMENT BY DISABILITY IN BASIC ACADEMIC AREAS

Emotionally Learning Mildly Hearing
Disturbed Disabled Retarded Impaired

Reading/English 16 53 9 6
Social Studies 13 48 0 8
Mathematics 12 37 2 * B
Science %3 14 0 5
Adaptive Science 1 13 1 0




Support fur Academic Integratioh

Support .for the integrated students is mainly by the special éducation
teachets, each responsible for pelating to. one subject atrea. Contacts and con-
sulting will be once & weuk @t 8 minimum and may be oral or written: Dupending
upon individual student needs, the monitoring may be daily at first and then
reduced a8 need decreased. Sometimes checklists are used to record performance
in various aspects such 88 sompleting assignments, attending regularly, behav-
ioural appropristeness, afid aesdemic progress.

i ‘_Zyy i ) :- suggust acaptations in physical arr nts,
reading level of materiels, testing and teaching strategies, and aiternate
audio-visual materisls found effective with individusl students before they
attually enter the class, C(&reful preparation of this kind enhances the trans-
ition &.4 increases the probability of success.

e special teachef mg

A LeFollette speech and lariguage therapist feels thst building a trust-
ing and open channel of communicstiofi between the regular and special education !
staff is @ necessity 6 that inhformation concerning the student's learning .. .
style tal be shared and problem sulving can be a joint responsibility. She has .
obierved that the integration gfuﬁéss is most suctessful when the regular
tearher is not professionally threatened by a student whose learning style is .’
differeft and requires some modification in the presentation of content. &

A teacher of the leariig impaired reinforced the necessity of careful Y
pteplahning for integration &nd ongoing support to the regulsr tescher and the ~
student, She also commented that there must be the flexibility to discontinue
én integrated placement that Hecomea detrimental to the parties involved. Her ..
feeling is that one of the gredtest adventages for the hesring impsired is that .
they develop positive, heslthy self concepts by association with the nonhand-
ieapped, while a healthy efivitoriént is provided for the nonhandicspped student
t6 develop positive concepts of the handicapped.

A spokesman for the specisl taachers of the emotionally disturbed iden-
tifies the goal of reintegrating their students into a mainstresm program as
the most important ultimite godal, other goals being building peer velationship
skills and helping to coordifiate agency/family treatment goais. Most of these
students are not in regulat clssseg because of poor attendance and inappro-
pridte behaviours and, when these problems are, ameliorated by working with.a
netWwork of teachers, parents, &nt involved community personnel, they then work
toward reintegration in the régular classroom.

"In preparing the emotionally disturbed for a mainstream class, the
special teachers try to match regular teachers with, a student's learning needs,
e.g.y 8@ male if the student dves better with males; & disciplinarisn for the
student necding tight structure; or a smaller class with individual help
available for other students, The student and the special educstion case
manager must reach a clesr understanding with the regulsr teacher in ragard to
expectotions for the semester as these students have a much higher probability

of suctess when such expectstions are delineated," he explsined "Monitoring e
at a frequency level to maintain the student's sense cf structure and support ~
is most critical," he concluded. - N

Additional support in thc basic academic areas is freguently provided by
the reading consultants who will make materials availsble upon request in order




to accommodate a rangs of reading levels. This service had been found eape-
cially valuable .n sociel studies classea. Some hearing impdired atudenta are
assisted by notetakers of by one of three interpreters asaigtiéd to the build-
ing; some hearing impaired students need only. tutcerial assistance outside of
class, . . .

Enrolment in Elective Courses o

Adaptive courses are offered in home economics, industrisl arts, traffic
safety, art, and business educatiofl, After completing an addptive courae, 8 .
student may conaider electin? a reguiar course iht the area if his/Her interest
and achievement level indicate a high probability of success. After acquiring
the baaic knowledge and leafhing Strategies in an edaptive coutse, many stu-

Ed

dents have subsequently beeh successful in a regular courae: -Ih theése five -

areaa, a special education teacher will be monitoring individual students'
progress in regular couraes or teéam teaching in an adeptive courses .  .iic

Enrclment in the redulat and adaptive courses is showti b, disability
area in Table VIII. Two electives not indicated are three learning diaability
students who serve as aides in the IMC for class credit and one who has elected
a foreign language. LR

Physical and occupatidnal therapists are available on a cohgultant basis’
and, upon request, ~ill assist in making adaptations in equipmént, teaching
techniquea, positioning, and alternative projects. Interpreters &hd inatruc-
tional aides provide daily support as needed in theae classes and tHis support
is most critical to the regulsr teacher in maintaining the integrated program.

An art teacher who has bezh highly succesaful with handicapped students
admits that some days the only progress is five stepa backward, but he further
commented that handicapped students are like the rest of his students. = "if
you expect only a little, that's what you'll gét". "He extolled™ the
cooperative spirit and atceptancé in the school to support the handiéapped

population and the attitudinal change toward the positive as the progrem }

matures. . v b

The adaptive home economics classea inqlude- mildly and modéféteiy o

retarded, hearing impaired, and lower functioning regular studenta. 7his .is

one of the most succeasful examples of grouping studen’ ; by functioning level ~

rather than by a diaability label. Skillfully managed by the team of regular
and special education teachers,. the instructional sctivities are motivating
with easily identified cognitive, motoric, communicative, and .ffective object-
ives. An interpreter also asaists in these classes.

A high number of learning disabled students chooae one of the 23 regular
industrial arts couraea and 19 have choaen business education couraea. Two
nonhandicapped students are currently in the adaptive asction of business
education. -

Modifications in the a&aptive traffic aafety course inclsude increased 3

time in the simulation driving laboratory, increased use of audio-viaual
materials, and modified teacher-made handoute. Currently orly one nonhand-
icapped student is errolled in the adaptive class.
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Table VIII

STUDENT ENRGLMENT IN ELECTIVE COURSES BY DISABILITY

Emotionally Learning Mildly Moderately Hearing

Disturbed Disabled Retarded Retarded Impaired
Home Economics 6 14 0 0 6
Adaptive Courae 0 0 10 6 5
Industrial )

Education 14 54 6 0 6
Adaptive Course 1 "0 6 1 5
Traffic Safety 5 5 1 0 2
Adaptive Course 3 8 10 0 6
Business

Education 0 19 4 0 1
Adantive Course 0 4 3 0 1
Art 7 14 8 0 3
Adaptive Course 0 1 6 3 1

Extracurricular Integration

Some special education siudents have excelled in the athletic orograms,
examples of which inciude (a) a college-bound varaity hockey -player with a
mddecate/severe hearing loss who wears one behind-the-ear aid and ia an excel<
lent 1lip reader; (b) a profoundly def varsity squad gymnaat who dependa on
aign language for communication, (c) a moderately retarded stident manager for
a freshman football team "who did some rather bizarre things", according to the
coach, "but was accepted, understood, and encouraged by ‘the team", (d) an
emotionally disturbed atudent who made the first teams in football and
wrestling, and (e) 8 mildly retarded atudent who made the wreatling squad.

Lafollette studenta have been participating in the Special Olympics
during the last three years and wili have between 15 and 25 athletes enrollee
each season for basketball, gymneatica, track, or awimming. Leaderahip ia
provided by & teacher of the mildly reterded who has :nljsted regular education

students from the upper grades, aleng with scme community volunteera, to aasist - -7

in dresaing, coaching and supervising tia athletea. The interaction gives the
special students some contacts with stidenta about the school which alao helpa
build a wore sensitive awareness in ke mainstream student body. The achool

newspaper reports on their proweas is it does on other aporta eventa of
intereat.




Since participation in drema and journalism classes is prerequiaite to
major roles in school dramatic productions, writing for the school newspuper,
or editing the school annual, special education sztudenta have not filled the
highly responsible positions but a few learning disabled, hearing impaired, and
mildly retarded Liave worked on the newapaper and annual staffs. :

A number of service assigmments in thc school are performed by the hand-
icapped and nonhandicarped. These assignments are deliberately rotated among
the disability areas on a semester basis so no one assignment gets stereotyped
as related to a specific disability. Positions of this kind include assisting
in meintenance of the biology laboratory, office duties such as photocopying,
duplicating, and distributing messages to staff mailboxes, and assisting in the
IMC. Special education staff monitor their students and may initially teach to
task when need is indicated.

In Madison Schools, the whole range of extracurricular duties such as
coaching athletics and club and activity advisors are voluntarily assumed but
are paid according to a schedule estabiished in the teachers negotiated agree-
ment. One teacher of the retarded coaches in football and baseball, a teachar
of the emotionally disturbed coaches in basketball, and a teacher of the
hearing impaired coaches in football and gymnastics. This participation gives
them excellent opportunity for interaction witb the nonhandicapped stud-nts and
to be viewed as an integral part of the school staff concerned with tha whole
life of the school, not associated only with handicapped students.

Integration Objectives for the Severely Handicapped

From the preceding comments and data, it is obvious that the severely
retarded and multiply handicapped retarded stuuents do not appropriately
integrate in regular vlasses nor in the adaptive classes except for their
physical education. Their curriculum focuses on developing functional skills
needed for their post school environments and is organized in the four domains
of vocational, recreation/leisure, domestic, and community survival skills, A
ma jor portion of their time will be spent in community environments and
vocational truining sites, especially as they approach the final two years of
their school enrolment. However, there are several program integration
objectives for this group of studenta at LaFollette which can be identified.
These objectives and a comment on progress in each follow.

They will attend a program in a public school that ia age eppropriste.
Historically, this group sttended a segregated facility with a 3 - 21 age
spread, was located in an elementary school with orthopsedic services, or had
an educational program in a state residential institution. Since they are
chronologically of high school age, they now attend a public high school.

In order to maintain a normal visibility in the school, their classroom
will not be segregated nor isolated frcm nonhandicapped students.
With ramps, an elevator, and urea connecting doors always in an oren position,
all facilities of the school are accessible to the fifteen students who are in
wheelchairs and others with difficulty in ambulation. TYeachers, aides, support
steff, and other students may assist or direct them as necessary. Some wheel~
chairs are motcrized which porovides a further degree of independence.




Facilities of the school will be available to all regardless of their

functioning leve]l so there is opportunity for interaction with the nonhand-

icapped. The students move independently or with assistance through the halls
to other classrooms, to the cafeteria, to the commons sres, to the IMC,.or to
pep assemblies in the gymnesium.- One assistent principal commented on.the
encouraging extent of mingling in the cafeteria where they are well received

and occasionally helped in .leaning of f their trays. He feels the handicepped

are immeasurably helped in their socialization by observing normal models
rather than just other handicapped, "although", he added wryly, "the =udels may

not always be the best”. The occupational therapist made similar comments on _ it

the unobtrusivenegs of regular students eating in proximity to the epeciel
students without staring or meking rude comments.

0f f-csmpus experiences will be provided to enable them to perticipate to
the extent pessible in the life of the communit). Community living skills have
to be taught and because of their limited ability to generalize classroom
instruction to the post school environment in which they will be living, a
regularly scheduled jnstruction in community functioning and domestic living
skills taught in the natural environment is sn integral part of their curri-
culum. This includes a basic awareness level for some students who have not

previously had this exposyre and progressively independent functioning for sll.
Instruction will be at least weekly at a variety of sites including‘_'

shopping malls, restsurantsg, grocery stores, private homes or apariments, and
recreational areas. The oqgcupational therapist who may accompany them com-
mented that members of the community frequently offer courteous assistance by
holding a door open or spesk to them with a friendly greeting. She senaes a

developing community awareneag of handicapped persons and their needs &3 a .

result of these experiences,

Since a number of these students are also hearing impaired, the direct
and consultant services of a speech and language therapist snd a teacher
qualified in both hesring impairment and mental retardation are a most valucble
support to teschers and students in developing communication strategies and
?ugmented)communication skills for all the environments in which they function

Table 1V

Vocational experiences will be developed to enable them to achieve:some

productive level of service in the community, at least as a volunteer if not in

competitive employment. The integration objective is directed at their future
environments and long range possibilities rather than learning skills that are
limited in value to their school environment. More than 40 training sites are
available for this population. Most of the LaFollette students have off-campus
experiences once or twice weekly at vocational sites such as churches for
clerical and custodial training, club houses for custodial, a large downtown
hotel for housekeeping, and a physics/electronics laboratcry on the University
of Wisconsin campus for industrial training.

For students functioning in the lowest 1 per cent of the population,
vocational training has to depart from the t.aditional exploration of cluster
areas and pre-vocational training appropriate to higher functioning students
snd provide instead the training necessary to learn how to perform in the
natural work envirorment. This requires an aggressive yet tactful strategy to

rid the general community of stereotypical negative attitudes that serve as . :
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societal barriers and to demonstrate that these students can perform taske

others are hired to do snd they can well be integrated into the geperal com-
munity in diverse sites as opposed to being cjustared in a sheltered workshop, <
a regression to a segregated facility.

LaFollette High has one teacher of the ry,apded (Tmble I1I) who wozks B.-%
with the moderately and severely handicapped vocational progrem. She hae had <5
extensive experience and is highly skilled in vopational development for the - -
developmentally disabled. She worka with the classroom teachers and alsa with .
a central office based transition teacher whose function is to look after the
transfer of the older students in the distrjot«wide progrems to their poat-
school environments by working with parents, emplayers, and community service .
providers. The therapists of the gschool alsp provide sarvices in consultirg er -&
suggesting modified work and living environments, . '

The off-campus experiences are schedyled once or twice weekly; aites
are being developed for those not yet jnvolved, A limited number of ¢lerical
tasks are solicited from community agencies o be perfarmed at school in & wark
lab and some custodial and laundry training is slso done in the scheal, ldeally
the students will soon progress to doing similar taaks in the comeunity in =
order to acquire all the arcompanying work skills neceasary, guch as managi
transportation, elevators, hanging wraps, signing in, following divections af
supervisors, interacting with other workers appropriately, staying on task, —
taking a break -- all those accompgnying work skills which cannat be aimulated .
in the school environment and generalised, along with inculcating values of the
work ethic, - )
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They will be accepted as part of the student body at Lafcllette Higﬂ

A teacher of the severe y retarded considers the entire schail commynity a part
of a great learning experience where the multiply handicapped can aee how ather
students behave, Interact, and learn. Although her studants will spend pro-
gressively less time on the school campus as they approaseh the age of 21, she
commented on the opportunity provided for the regular education students to get
an understanding of the life and activities of a multiply handicgpped person, a
first great step to nondiscrimination.

10. THE INDIVIDUALIZED EDUCATIONAL PROGRAM

Requirements

The essence of special education and basic to all student programming is
the Individualized Educationsl Program (IEP) which is both federal and state o
mandated with explicit compo~ents to be included. As the LafFollette staff 2
develop the lEPs, these are t! requircments they keep uppermast in attention:

1. The IEP is formu! ed by teacrers and other professionals who will
be delivering prot ams and se:vices to the students, the parents,
and -- when appropriate -- the student. The case manager is res- .-
pornsible for the actual writing; S

Participation of the parents is a salient feature of the process and %
due process protection is incorporated in the laws; er
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2. The IEP objectives must be written from the goals set forth in the
multidisciplinary team evaluation of the student and must be focused
on the student as a learner to ensure individualization;

Providers of direct, related, consultation, and support services
must be identified with precision;

3. The IEP is written for one calendar year although objectives may be
modified, changed, or added as the year progresses;

4. The IEP is a teacher's working document, an ongoing plan for student
instruction and growth throughout the year. As teachers refine
their skills in writing the IEP, its instructional utility
increases;

5. Progress on objectives is noted systematically and is reported to
students and/or parents by the teacher in a manner aareeable to
both. Upon the anniversary date, a parent conference is held to
review progress and set objectives for Lhe new annual IEP.

Development of the IEP

At Lafollette High several methods of gathering information arc used by
various staff members in the process of developing the IEP. These may include
(a) parent/teacher conferences, (b) parent/student/teacher conferences, (c)
student/teacher conferences, (d) student needs questionnaires completed by
parents or guardians, (e) special education/regular education teaciier confer-
ences, and (f) special education/special education teacher conferences.

A sincere effort ic made to involve the parents so they participate as
partners and do not feel they are only acquiescing in a program already
formalized by the school staff. Parents of some students meet more than once
to discuss the appropriateness of integrated courses for their child.

Development of Class Schedules

Following the delineation of student needs and the formulation of ob-
Jectives, the student's school schedule is developed for the forthcoming school
year with courses selected to meet the student's individual needs. The program
may include regqular education courses, special education courses in the stu-
dent's disability area or special education courses offered by teachers of
another disability area, and adaptive courses. Also available to most students
are study periods in a resource center where work on particular academic skills
is individually tailored for each student.

All high school students, including those in special education, have
computer printed schedules indicating course name, course code number, credits,
room number, teacher, counselor, and fees required. Special education sched-
ules will also indicate a case manager who will be a special education teacher
in the student's disability area.
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Progress Reports

Student progress is reported regularly to students and their parents,
Students receive frequent reports from their case manager and teachers on their
progress. Reporting to parents may be written or oral and may occur daily,
weekly, monthly, quarterly, semi-annually, or annually as arranged or needed. :
Since home and school cooperation is considered to be vital, maintaining o
comnunication is an extremely important responsibility of the case manager.,

Parent Support Group

Even when parents are closely involved in the IEP development, some are
unaware of the logistics of the regular school routines with which they must
comply. Student election of classes for the following year will start in
January. for some students it is difficult to anticipate needs that far in
advance when success at the current level mey not be a certainty, but this is a
problem for nonhandicapped students, too, many times.

When children of some of these parents were in a segregated school of
150 students, computer scheduling did not apply. Now decisions have to be made %
within specified timelines in order to assure the desired classes although some 5
adjustments can still be made during the summer. A parent support group for .
all disability areas was organized at LaFollette and meets monthly to discuss k
parent concerns, some of which relate to expectations of the high school and
school policies which apply to their children.

CASE STUDIES

Eleven case studies will be presented briefly as examples of student
programming and special support orovided to specific students. Each case will
include (a) the categorical program or primary disability, (b) interfering
physical disabilities if significant, (c) courses elected, and (d) the special
support necessary.

STUDENT 1: LL PROGRAM: Learning Disabilities

Regular Classes Reqular Classes Special Classes

Homeroom Construction Resource Room Study
Math Fundamentals Auto Mainterance T
Advanced Drafting Physical Education

English Skills

Special Support

1. Learning disabilities teacher assists classroom teachers in curriculum {
modifications in content and language level;
2. Learning digabilities teacher will continually monitor her progress;
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3. LL will receive duily assistance in the resource room in completing
assigned work plus special instruction to develop reading, language,
spelling, and math skills.

STUDENT 2: TJ PROGRAM: Learning Disabilities

Physical Problems: Cerebral palsy; confined to wheelchair. ) ;
Reqular Classes Adaptive Classes Special Classes

Homeroom Physical Education Learning Skills

Science Health Language -
U.S. History Experiences in Art .

Special Support

1. Instructional aide assigned to hin specifically for 5 hours/day to read
course material and tests to him and to write for him; aide will also
agsist in mobility around the schoolj

2. Occupational therapy 2 hours/week (1 hour individual);

3. Physical therapy 2 hours/week (1 hour individual); W

4. Therapy assistant 1 hour/week (group).

STUDENT 3: SS PROGRAM: Mildly Retarded o

Regular Classes Reqular Classes Special Classes 3
Math Skills English Skills Homeroom
Typing Drawing Social Studies

Special Support

1. SS's case manager or other special teacher will provide one-half to one
hour/day in counseling to gain understanding of coping strategies, learning
to make judgements and problem solve, and improving social skills; .

2. Special teacher will consult with regular teachers to menitor language i
level and asmount of work assigned to keep it commensurate with ability;

3. Regular classes will be monitored by a special teacher every week in every

class.
STUDENT 4: LT PROGRAM: Mildly Retarded
Reqular Classes Special Classes Special Classes
Homeroom Math Employment Skills
Auto Maintenance Cocial Studies Language Skills

Physical Education




Special Support

1. Individusl tutorial help

asgignments, and concept development;
2. Daily monitoring in auto maintenance course by cage manager;
special teacher in developing skills to chose positive peer

3. Counseling by
models.

STUDENT 5: JK

PROGRAM: Heering Impaired

Physical Problem:
aids in both ears.

Reqular Classes

Homeroom

Math Fundamentals
Modern History
Language Skills

Specisl Support

Severe binaural sensorineural hearing loss;

Regular Classes

Concert Chorus
Traffic Safety
Physical Education

1.

A notetaker and interpreter is provided 5 hcurs
reading and has well developed oral language;

in auto maintenance course for reading, writing

uses hearing

Special Classes

Resourcz Room Study

/day since he relies on lip

2. JK will have tutorial help as needed in the hearing impaired resource room

to improve written

language, generalization skills, and independent study

habits.

STUDENT 6: LS

PROGRAM: Hearing Impaired

Phycical Problem:

Regular Classes

Home room

US History of the West

Child Development

Special Support

Profound bilsteral sensorineural hearing less;

binaural ear-level aids.

Regular Classes

Commernial Art
Geometry
Physical Education

wears

Special Classes

English Language
Resource Room Study

Sign language interpreter in all regular classes every day;

Daily tutoring by hearing impaired teacher in resource room to preteach and
reinforce regular class instruction and to improve work study skills.
Speech and language is provided in the special English language class which
is taught by a therapist and a teacher of the hearing impaired.
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STUDENT 7: RC PROGRAM: Emotionally Disturbed

Reqular Classes Reqular Classes Special Claaaes
Homeroom Construction Self Awareness
English Skills Physical Education Advanced Life Skills

Resource Room Study

Special Support

1. RC will use the resource room daily for study and tutorial help as needed
from his case manager;

2. Counseling by a special teacher in developing coping strategies to deal
with his interfering behaviours.

STUDENT 8: LL PtOGRAM: Emotionally Disturbed
Reqular Classes Reqular Clasces Special Classes
Homeroom Everyday Science Resource Room Study
Physical Education Math Fundamentals
English Skills Advanced Physical

Education
Special Support

1. One hour/week counseling on an individual basis by case manager to deal
with his frustrations, confusion, and mood swings;

2. Weekly monitoring of all regular classes for reading and language level of
course content materials;

3. Highly structured tutorial assistance in the special resource study.

STUDENT 9: TL PROGRAM: Moderately Retarded

Adaptive Classes Special Claases Special Classea

Home Living Homeroom Community Skills
Industrial Arts Leisure Skills Related Studies

Physical Education

Special Support

1. The speech and lanquage therapist provides program for 7L twice weekly for
25 minutes each in a small group session;

2. An instructional aide will accompany TL's group of five to seven students
when instruction is off-campus;

3. An  instructional aide is assigned to his special classes but not
specifically for him.
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STUDENT 10: BS PRGGRAM: Moderately Reiarded/Multiply Handicappud

Physical Problems: Spastic quadriplegic due to cerebral palay; wheelchair.

Adaptive Classes Special Classes Special Classses

Physical Education Homeroom Leigure Skills
Home Living Community Skilla
Vocatioral Training Related Studies

Special S$-pport

1. Occupational therspy 2 hours/week (1 hour individual, 1 hour group);

2. Physical therapy 2 hours/week (1 hour individual, 1 hour group);

3. Therapy assistant 1 hour/week in group session;

4. Speech and language in two 25-minute sessions/week individualized for

instruction in usze of rommunication system with visual and typed printouts;

5. Health aide services as needed; )

6. Classroom aide for her instructional group of three or four students but
not assigned on’y for her.

STUDENT 11: M PROGRAM: Severely Retarded/Multiply Handicepped

Pnysical Problems: Multiple congenital anomalies (Cornelia delLange Syndrome).
Uses hearing aid.

Adaptive Classes Special Classes Special Classeu

Physical Education Homeroom Home Living
Community Skills Vocational Training
Leisure Skills Related Studies

Special Support

1. Speech and language therapy in a group of two twice/week, 75 minutes total;
2. Occupational therapy 1 hour/week in small group;

3. Physical therapy 2 hours/week in small group;

4, Services of a health aide as necessary;

5. Instructionsl aide for 1:1 supervision in community programming.

SUPPORT AND RELATED SERVICES

for milder handicspping conditions, those disabilities that are not so
visible, students will be rejected by others, usually those having difficulties
of their own, more likely on the basis of unacceptable social behaviour than
their learning difficulties. ODeveloping appropriate socisl skills, learning to
make friends, learning how to recognize social clues in the environment in
which one moves in order to be accepted, learning seif control, developing a
positive self image, are all expressed in the individual student objectives for
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many of these studernts for these are the siynificant skills in the life space
of any indivicual and which may be lacking or deficient in these students.

Psychological Services

To provide support to both handicapped and nonhandicapped in their
acceptance of handicapping disabilities, a LaFollette psychologist has
developed several programs which are appropriately mentioned in this
discussion.,

The establishment of strength groups of eight to ten students which meet
once a week for ten weeks to help focus on individual strengths to improve self
concept. A different student is highlighted each week with an exhaustive
exploration of his/her strengths. Access to the group is by teacher nomination
followed by a series of interviews with the psychologist to discuss the goals
of the program and to establish the student's motivation and interest in
Jjoining the group. One group operates each semester and the students may be
from any special education category or regular education. Learning disability
students are most often served and seem to profit.

Sim:lar ~r _2.gth groups composed mostly of st ‘ents in reqular education
are established by gpracticum students in a graduate level psychn)ogy course.
These groups are supervised by the psychologist but she does not purticipate in
them.

Working with hearing impaired students to smooth integration into
regular classes, mediate when teaching stratcgies appear inappropriate in any
part of the student's program, or counsel in any life problems encountered by
hearing impaired students. Students may be prompted to seek her help but
frequently self refer. :

Consulting with teachers when spe>ial education students have problems
in reqular education classes, such as becoming the brunt of teasing. By sys-
tematic observation in the cless, consulting with the teacher, end establishing
a stretegy with the teacher, the psychologist is able to intervene where the
case manager has neither the flexibility in schedule nor the competency to
resolve the attitudinal problems of regular education students. Assistance is
most often sought in situations involving students with emotional disabilities.
The psychologist has the advantage of not being viewed as a part of specisl
education by ihe student body in general which tends to make her intervention
less stiamatized.

Serving as & facilitator in special education meetings when the staff is
having difficulty identifying factors causing their diastress. With consummate
skill she is able to stimulate appropriate communication, provide relevant
information, and repair psychic damage in situations which appear to threaten
professional integrity.

Assertiveness training with a small group of leuarning disability
students 18 one program she has tried and is not ready to try again in the near
future. Her evaluation of this program is that the students found the concepts
difficult, the language difficult, and the role playing difficult. Overall,
the professional energy expended was too great.
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Social Work Services

The social worker at Lafollette currently devotes about 80 per cent of o
his time to dealing with alcohol and other drug abuse. Teamed with a teacher s
of learning disabilities, he conducts a class of twenty students daily for each |
nine-week period to focus on self examination-of chemical use, knowledge of o
community resources, interventicn strategies, help for friends and family o
members, and personal rule-making. Students may sign up for the class through
their counselor. Although class members are usually students who have
emotional or learning disabilities, occasionally & mildly retarded student
attends. The social worker commented that he and the teachers of the retarded =,
have to look at that population more closely. His hypothesis is that when the
mildly retarded students get involved, it is usually assumed to be "just poor
Judgement” but, in fact, these students may be just as susceptible because of o
other contributing factors in their home and social environments, and poor iy
Judgement cannot be identified as the only causative factor. Hearing impaired .
students as yet have not been much involved in these classes, probably because S
of concern over violation of confidence when too many adults are present.
Involvement of hearing impaired students will require an interpreter. Having
two adults in the class is tolerable; adding a third threatens to destroy
their comfort level. :

The social worker feels that the student body does: quite well in its
acceptance of handicapped students. He observed that the mildly retarded and
the manual communicators emong the hearing impaired are most likely to be
ridiculed. He is alert to incidents of this kind as he moves around the school
an” intervenes as necessary. He thinks that generally the students are more
tolerant when the disability appears greater, but they will put up with or
ignore unusual behaviours. He mentioned with admiration how a star basketball
player is followed around the school and questioned frequently by a physically
small mildly retarded student; rather than putting him off, the ballplayer
resronds consistently in a friendly and appropriate fashion.

Occupational and Physical Therapy

As mentioned previously, the occupational and physical therapy services
in the district were historically affiliated with the orthopaedic program and
delivered as an extension of clinical services in that setting. Under current
state and federal legislation, these services provided in an educational set-
ting are now redefined as related services which ars essential for the handi-
capped student to participate in an educational program. In the current
integrated therapy model, the portion of the IEP which is the responsibility of
the therapists will 1list the interventions designed to promote maximal inde-
pendence in major life activities.

Based on ongoing assessment, service may be direct, corsultative, or
monitoring. Direct service means the therapist has the primary responsibility , -
to achieve goals which are identified in the physician's prescription and N
defined in the IEP with services delivered on a regularly scheduled basis in an
isolated setting or locations such as physical education class, cafeteria, or
classroom. Most of the 34 students on the direct service caseload will receive
their service in a nonitolated setting.
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Consultation service focuses on the needs of the student in his
educational environment. Staff will benefit from the therapist's professional
knowledge, skills, and expertise and will carry out in the learning situation
the program suggested by the therapist. Rance of motion, for example, can be
addressed in a clinical setting but more appropriately related to the func-
tional skills of shelving books or shoppaing in a supermarket.

In many instances, the therapist periodically observes student func-
tioning and performance to identify any further modifications or adjustments
that could be beneficial. The monitoring process may be concurrent with the
direct service or consultation service or it may be all that is necessary at
any given time.

The physical therapist reported on integrating five multiply handicapped
students whose sole means of mobility is an electric wheelchair. Early in the
year several minor acridents occurred during passing between classes with the
pedestrian student wunderstanding and forgiving and the wheelchair student
remorseful. All special education staff and some regular education staff
worked assiduously with the students to improve their driving habits. The
students had to learn that, just as on the streets, the pedestrian has the
right of way. In some instances "driving privileges" were tevwporarily revoked
for "irresponsible driving". The halls are now safe! The same pleased
reaction and enthusiasm among peers and staff can be observed when a student
gets a new wheelchair as when a nonhandicapped person displays a new car.

The Building Consultation Team

LaFollette, as most Madison schools, has formed a Building Consultation
Team which serves as an advisory and problem solving body for the general
school population to develop the most appropriate educational programs for
students who are experiencing school problems and to propose options to best
meet individual needs. Members of the Team are the psychologist, social
worker, high risk caseworker, the counseior for any student whose case is on
the agenda, and, as may be necessary, the nurse of special education support
staff, with an assistant principal chairing the monthly meeting. When avail-
able information indicates the possibility of a disability and handicapping
condition, the student is officially referred to a multidisciplinary team for
evaluation.

The Department Chairperson

No description of the support system for the handicapped population at
LaFollette is complete without a description of the special education depart-
ment's Chairperson. High school Principals annually appoint a chairperson for
each of thirteen instructional areas; special education is considered an
instructional area. A Chairperson receives an additional 7 per cent of the
teacher base salsry (currently this amounts to $854) and, when a department
exceeos eight full time teachers, the Chairperson is provided one period of
release time daily.

A partial listing of responsibilities of this position includes assuming

leadership in developing, executing, and evaluating an exemplary instructional
program in the unit including objectives, materials, equipment, and activities
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at the direction of the principal and other consultants and administrators
within the structure of the school district. Other administrators, in this
case, particularly refers to the central office categorical program coordi
nators and director of special education.

The Chairperson is also charged with the responsiblities of teachers in
teams, organizing team planning, observing and counseling members in improving
teaching, assisting in organizing and implementing inservice training for
teachers.

With the same stutus in the school as other departments, special educa-
tion concerns are not considered in isolation but as part of the entire program
when the Principal meets with his department Chairpersons as a group. This
means that the special education staff is always knowledgeable about the
concerns of other departments and is able to maintain a good perspective on the
total functioning of the school as opposed to a total preoccupation with advo-
cating for its own programs.

The presenl department Chairperson has been reappointed since 1975.
While the position inherently has weight by role description, the Assistant
Principal for special education thinks LaFollette has been exceedingly fortu-
nate to have a highly qualified person in the position. This Chairperson is
knowledgeable in the content areas, has the ability to organize and manage with
short range goals and long term objectives well defined, and has highly
ceveloped skiils in interpersonal relationships to establish and maintain
rapport with administration, colleagues, students, and parents. With the
ability to motivate staff to high 1levels of professional performance, the
integration of handicapped students will succeed; where these characteristics
are lacking in a department Chairperson, problems will occur with usually
slower and more painful resolution.

The Program Support Teachers

Another support service, based in the central administration office of
Lhe categorical program coordinators is the Program Support Teacher. These
positions extend the function of the coordinator in staff development, curric-
ulum development, program improvement, problem solving, mediating with parents,
student evaluations, transition of students, and serving as general liaison
between the field and the central office to facilitate program process and
management,

The Program Support Teachers for emotionally disturbed and learning
disability programs each average about a day a week at LaFollette; a Program
Support Teacher for programs for the retarded spends two days a week with the
LaFollette staff or on work related to their programs. The other disability
categories slso have this assistance but with a lesser amount of time needed.

In general they serve as their position title indicates. They cannot be
assigned to participate in teacher evaluations or to assume any function that
is administrative by definition.

106

105




SUMMARY

Positive Forces Necessary

Integration of the handicapped st Lsefollette High has required the
strehgthening of seversl positive forcest the professionslly defensible over
psssive or overt resistance, the attitudinally positive over societsl duval-
uvstion, and that which is educationally crestive over preserving the status
quo. Once 8n integrated service delivery model has been conisptualized, its
success will depend on the degree to whizh the system takes ownership with open
communicstion, cooperation, ctredibility, and & degree of professional risk
taking. Regsrdless of the model, which may change in response to public policy
that is never static, tuccess will still be person dependent.

LafFollette Advances

Subjective evaluation by administration, staff and parents identifies
several sress of significent improvement, nsmely in (a) scceptance of the
handicapped students as part of the school population, (b) setting sppropriete
behavioural expectitions, (c) modification of instructional materials, (d) team
functionirg, (e) interaction of regular and special educstion teachers, (f)
assessment of sgtudent lesrning style, (g) development of appropriate IEP
objectives, (h) professional credibility of special educstion staff, and (i)
communication of objectives of specisl educstion.

The adminidtrative leedership st LaFollette have been aggressive in
their support 8hd their attitude permestes the school atmosphere. When compli-
mented on improvements, they admit to some satisfaection in progress but their
stronger reaction is that they still hsve 8 long way to go ss long as there is
any negative expfession toward the handicspped population by any student or
staff member of the school.

Pasrents ate generally pleased by the tone of the schooul although some
parents of children whe once attended s segregated facility are not yet sstis-
fied by only 8 proximsl integration and a high visibility in the school.
Specisl teachers of those children are not satisfied either and constantly
search for bnd initiate strategies to increasse the intersction without jeop-
ardizing the progress slready made. For the most severely handicapped, inter-
action strategies have to be fostered where normsl social interaction will be
limited on 8 personsl basis.

The professional staff and their progrsm coordinators are aswasre of in-
service needs to improve technology snd attempt to meet the ideatified needs
with the financial and temporsl resources svailable. To psraphrase the poet,
the profesaional reasch is still beyond its grasp.

Comments from Requlsr Staff Members

Comments were solicited from several staff members at Lafollette who
have contsct with the special education students. Indicative of the genuine
school support was their interest in being included in this descriptive study.
Some statements have slready been interwoven in the narrative and their com-
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ments have ranged from recognizing specific impact on their own teaching to the
gestalt of the school experience. The substantive responses given here in
conclusion sre reievent and illuminating in their openness and personal
expression.

A home economics teacher, mindful of the emphasis society puts on being
perfect, feels that contact with children who are not physically perfect is a
realistic experience for all 3involved and presents the opportunity to see
fulfillment in life regardless of physical handicaps.

The chairperson of the business education department believes the inte-
gration of special education students has been successful because of the
dedication of the staff working with them, along with a commitment of finahcial
resources. As a teacher she has found the special education students "delights
ful, motivated, ecager, shle to learn, anxious to please, and so proud of their
accomplishments”. Teachers, she feels, mst constantly evaluate their own
teaching patterns to determine how best to be effective, "an enlightening
experience for those of us who have many years of experience and have tended to
make assumptions based on our experiences with regular students”.

An English teacher echoed some of the same sentiments, explaining that
she was now mote awsre of the whys of student problems and the hows of dealing
with special students, all of which enefits regular education students vho may
have similar problems tit aren't identified as special education students: She
further commented on the mutually beneficial ectivities of regulsr students
tutoring special students in reviewing for tests and doing written assignmehts.

A counselor who has been at LaFollette since 1969 and has watched the
programs expand from a single class to the comprehensive services now available
for special education students stated:

My initial reaction when we expanded into the hearing impaired and
moderately and severely retarded programs was that the severely handi-
capped students did not belong in a public high schoel but should
continue to be in an institution. In the past few years,howWever, my
opinion has <changed. I have seen these handicapped studen!.s integrated
into the cafeteria, participate in physical education classes, and
participate in some school activities. The regular student body has
sccepted them and now very few people pay any special attention to them.
I think this has been a good experience for our regular student body.
Most young people do not see profoundly handicapped peopi> very often,if
ever. This experience has teen educational for many students.

A reading consultant responded at length. This is part of her statement:

Frequently when people discuss special education, they focus on all that
ic beiny done for students with special needs. They overlook the
important contributions -- intangible but real -- that these students
unknowingly share with all of us. Their persistent effort, their
determinaticn to overcome is a conlinuing reminder of the spirit needed
to achieve in any venture. Their presence in our school stimulates a
response of caring about others and a feeling of more compassion for
those in need. We need these students to help us be more human, to
stimulate us to care beyond ourselves. These qualities are in danger of
extinction in our society.
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An art teacner stressed the spirit of cooperation at Lafollette making
for a good program, saying it's debatable, however, who benefits more from the
integration, the special or regular students. He mekes a point of visiting
with special students outside of this classroom at every opportunity. As others
have expressed, he comments that there has been a turnaround in receptivity
among meny of the staff and he feels the only difference between regular and
special students' actions and reactions is the way the general population views
and reacts to them. His final comment to the writers of this study proclaimed
ownership completely: "These aren't just your students, these are our
students."
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NORTH EUGENE HIGH SCHOOL, OREGON
INTEGRATING ADOLESCENTS WITH SEVERE HANDICAPS INTQ
T THE PUBLIC SCHOOL SVSTEM

1
SALL

THE PUBLIC'.

by Barbara Wilcox, Jobn McDonnell, Heidi Rose and
G. Thomas Bellamy, Professor of Special Education, University of Oregon

1. INTRODUCTION

Background

In 1975, the signing of Public Law 94-142: The Education for All
Handicapped Children Act established both full er.cational opportunity for
individuals with handicaps and the commitment to provide special services in
“the least restrictive educational environment". Wit this sweeping federal
legisiaticn, all students, no matter how severzly handicapped, were entitled to
a free, appropriate public education in the setting that was least restrictive
of their interactions with nonhandicapped peers. Prior to this, individuals
with severe handicaps had frequently been excluded from public school programs,
or been served only in state institutions or in special schools for handicapped
pupils. '

Professionals and families interested in the integration'of severely
handicapped students into regular education environments received both con-
ceptual and regulatory support from the Education of All Handicapped -Children
Act. Major advocacy groups (e.g. The Council for Exceptional Children, 1979;
The Association for the Severely Handicapped, 1980) have supported resolutions .
calling for the end of institutions' and other services' programs that .-
segregate severely handicapped individuals from their nonhandicapped peers. *
The broed (through of course not unchallenged) consensus that severely
handicapped students have the right to attend integrated schools is well
expressed by Gilhool and Stutman: -

There is no cognizable reason under the statutes for handicapped-only B
centers, certainly not on the scale they now exist. If a child can come N
to a school at all, even to a self-contained class in a handicapped-oniy ;'
center, he can come to a self-contained class in a normal school. Any 7
teaching technique that cen be used in a self-contained class can be -4
used in a regular school building. There are few if any legitimate LB
teaching strategies which require the complete isolation of a child from A




interaction with other children, and the few such strategies that there
may be apply to very few children and for very short periods of time
(Gilhopl & Stutmen, 1980, p. 4).

Logic, ethics, legislation, litigation, research data, and demonstration
efforts have all contributed to the evolution of this consensus position. The
various arguments for integration of handicapped students in the United States
have been clearly articulated and will not be repeated here (see especially
Bricker, 1978; 8rawn, Branston, Hamre-Nietupski, Johnson, Wilcox, &
Gruenewald, 1979; Gilhool & Stutman, 1978; Hambleton & Ziegler, 1974; USOE
Response to Task Farce on Deinstitutionalization of the Mentally I11, 1979;
Wilcox & Sailor, 1980).

Overview of the Present Approach

The present study fccuses on the integration of severely handicapped
adolescents into regular high schools. The study is undertaken as a systems
analysis recognizing that change at any point in an education system has
implications for activities at all levels in the system. Our study is of a
single school system and the manner in which it has realized integrated
services for even its most handicapped children. We have begun with an account
of the initial decisicn to initiate programs for severely handicapped students
in reqular schools and the issues raised at that point in time. We follow with
a description of the currrent operation of a class of severely handicapped
adolescents in a public high school, and conclude with a discussion of the
impact of integration cn the behaviour, attitudes, and expectations of all
those involved. We elected to focus specifically on the integration of
severely handicapped adolescents for several reasons. First, in the literature
to date, there has been more attention directed to the integration of pre-
school and young echool-age handicapped children (e.g. Guralnick, 1978). Young
children are generally regarded as more naive and tolerant than their
adolescent counterparts, thus making the task of integration considerably
easier. In the absence of either experience with, or advocates for, the
integration of adolescents, the topic seemed to demand our attention. Second,
since there exist few exemplary service models for severely handicapped
secondary-ege students, the opportunity to examine the role of integration in
such services could not be ignored.

Our information comes from two primary sources: newspaper reports
published at the time of the original integration decision, and interviews with
individuals who participated in and have been affected by that system. We have
a total of 18 hours of structured interviews with 17 individuals: parents,
school administrators, both special education and reqular teachers, students
whu attend schools with severely handicapped peers, and professionals and
citizens from the community at large. Our decision has been to 1st these
individuals speak for themselves. We have paraphrased commcen opinions and
quoted from interviews or newspaper articles whenever possible.

Basic Concepts

Consistent with accepted professional usage in the United States, the
designation "severely handicapped" is used to refer to individuals with severe
delays (three or more standard deviations below the mean) in two or more areas

hy ,
D S U




of development. The term is noncategorical and comprises the traditional
categories of moderate, severe, and profound mental retardation; multiple
physical and/or sensory impairments; and autism. Students who are severely
hendicappec¢ are also defined by a primary emphasis on functional life skills
rather than academic content in their educationa] programs (Sontag, Smith, &
Sailor, 1977).

Following Soder (1980), the present analysis differentiatea variaug
levels of integration. At the most basic level is phyaical integration. We
use the term to refer to the location of a special program in a school building
with regilar education programs serving nonhandicapped atudents. Functional

integration is used to describe situations where severely handicapped studenta
and gheir

nonhandicapped peers simultaneously use school facilities and
resvurces. Social inteqration refers to regular personal interactiona bLetween
severely handicapped and nonhandicapped students, Finally, societal integration

refers to the extent to which severely handicapped students ultimately can
work, live, and recreate with norhandicapped citizens. Throughout the
discussion, we use the term "secondary" to refer to atudents who are
chronologically the 14-21 year age range. There are no performance criteria
associated with the term; chronological age alone is the defining feature.

2, CHANGE PROCESS

In the fall of 1974, 17 moderately retarded children in the Eugene

L

metropolitan area returned to school after summer recess. What was different . 11}

this year was that they were enrolled in two regular elementary schools. Prigp
to 1974, all children classified as moderately, severely, or profoundly
handicapped had no option but to attend a private school that served only
hendicapped children. Those children who were first moved from the segregated
school into regular public schools were nominated by the teachers and
administrators of the segregated school as those who would "most benefit" from
integrated school programs. While parents of these children had been encouraged
to place their children in the integrated proyrams, ultimately the choice was
theirs. The students enrolled in these two classes were high functioning
students whose parents obviously supported the integration of their child with
nonhandicapped children.

The two integrated classrooms were actively supported by the adminis-
tration of the segregated school, the Lane County Education Service District
(ESD), and the State Department of Mental Health. This first step in inte-
grating more seriously handicapped students into regqular public schools went
largely unnoticed by parents, school personnel, and the community at large. It
was . ewed, as are many new school programs, as an experimental program for a
few students.

In December of 1974, the Lane ESD and the Mental Health Department began
plans to integrate an additional 24 students into public schools in the
following school year., This action triggered an intense emotional reaction
from many parents, teachers, and administrators, and set in motion a system
change process which has resulted in the inteyration of a large proportion of
Lane County's moderately, severely, and profoundly retarded children into
regular public schools. The following section outlines the education service




system prior tec the administrative decision to integrate, provides a
description of the process that resulted in a county-wide commitment to the

integration of severely handicapped students, and describes the procedures used
by the Lane ESD to enhance the participation of students with severe handicaps
in existing integrated public school programs.

The Existing Service System

From 1953 to 1973, the only local alternative to services in an insti-
tution for children with severe handicaps was a segregated school program. The
school was the first community-based school in Oregon for children with mental
handicaps, and had received national recognition. The curriculum was regarded
as comprehensive focusing on a wide range of functional academic, self-help,
and language skills. The staff utilized precision teaching techniques that
were recognized as the "best practice" in instructional technology at the time.
The program had broad-based support in the community with many of the school's
services supperted by donations from individuals and local service
organisations. A number of community leaders, including state and county
politicians, sat on the school's board of directors. During this 20 year
period, the school had grown from a small program for 17 children to a school
for 78 children.

In 1973, when legislation was passed requiring that local school dis-
tricts provide financial support for the education of handicapped children, the
segregated school assumed & major role in the educational service system in
Lane County. While school districts quickly assumed direct responsibility for
programs for mildly handicapped students, they were initially unwilling to
establish services for more severely handicapped children and youth in the
public schools. By contracting with the private school, school districts
technically supported services for severely handicapped students without active
involvement and without integrating existing school programs.

At a time when services in Eugene were segregated, nearly 80 per cent of
the children classified as moderately, severely, or profourdly handicapped were
being served in regular integrated public schools in other areas of the atate.
Lane County was one of the last areas where severely handicapped students were
still being served in segregated facilities.

It is obvious that despite being somewhat anachronistic, the segregated
school in Lane County was & strong organisation. It delivered effective
services, and satisfied parents and public school districts. The adminis-
trative decision to integrate all handicapped students into the public school
came from outside the local system and resulted in a confrontation between
proponents of the segregated school and proponents of integrated school
services. The following section describes the process which ultimately led to
the commitment of local service providers and consumers to the integration of
severely handicapped individuals into public schools.

The Administrative Decision

The joint decision by the Lane ESD and the State Mental Health Division
tc integrate 24 additional students was based on a history of statewide efforts
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by Mental Health to develop integrated programe for students with more severe
handicaps. This commitment by the Mental Health Divisiorn to integrated
educational programming was based on the normalization principle (Nirje, 1969).
Integration was supported vigorously by the Oregon Association for Retarded
Citizens, the Council for Exceptionel Children, and the fsculty of the major
teacher training organisations in Oregon.

When plans to increase the number of severely handicapped children
served in integrated public schools were announced, parents and administrators
of the segregated school reacted very emotionally. The plan was construed as
an attempt to close the segregated school and move all students immediately
into public school programs. In contrast to the initial integration, this
logicel "next step" -- increasing the number of students in less restrictive
settings -- generated three general types of concern:

1. That the handicapped children would be abused and mistreated by
their nonhandicapped pcers;

2. There would be a loss of services in the move to public schaols;

3. Parenta) choice had been disregarded in the plan.

Abuse by Nonhandicapped Peers

By far the most frequently expressed concern of parents and profes-
sionals was fear of abuse by nonhandicapped children:

"There's nothing more cruel than a kid. And if you put the retarded in
among normal kids its going to be misery for them, that's all".

"We have had many instances of our child being spit upon, and he's had
rocks thrown at him".

"l was afraid someone would treat her mean. She had always gone to the
segregated school... she [is] secure in that sctting".

In an attempt to clurify the integration proposals, the Mental Health
Division, the Lane ESD, and the segregated program sponsored a series of public
meetings to discuss the plan. Favourable testimony was offered by the Lane ESD
administrators and building principals who had supervised the earlier integra-
ted classrooms. Administrators assured parents that the frequency of "inci-
dents" was very low. Teachers and parents from outside cf Lane County also
provided testimony supporting integration efforts in other districts. Despite
these assurances, several parents stated publicly that they would move out of
Eugene to avoid placing their child in what they viewed as a potentially
harmful environment.

Loss of Service

Many parents also expressed concerni shout the potential loss of service
in the ‘move from the segregated program into public schools. There had, in
fact, been some loss of support services such as speech and language therapy
for the first group of seventeen students who moved to regular public schools.
For those parents who had moved to Eugene to gain access to the services
offered by the segregated school, that loss of service was indeed distressing.
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Their concerns were. probably exacerbated by remarks by the director of the
private school about future services for severely handicapped students:

"All these people will need -- on & lifelong basis -- somebody who looks
after them. They will never be able to live independently... I am
convinced that the public schools will do their utmost to do a good job,
but as years go by, I believe less and less attention will be given to
them, and they will fall between the cracks". .

Fears persisted despite assurances by the Mental Health Division and the
Lane ESD that per pupil reimbursement would be the same in either setting.
Other parents supported integration efforts saying that loss of some types of
services was more than compensated for by access to livraries, gymnasiums,
music specialists, and other resources of the regular public schools.

Parental Choice

In addition to concerns over resources and student abuse, parents were
especially distressed at the lack of parent participation in the planning
process. During an emotional public meeting one parent stated:

"No one came to me and said 'this is a better program' or ‘this is a
better way to do it'. No one came to show me statistics".

Another responded:
"Things are’moving too quickly without the proper planning".

In fact, the public school specialist for the severely handicapped
program admitted that "I haven't done my homework... in taking the initiative
to see that all parents in Lane County are informed". One state representative
from Eugene went as far as to introduce a bill in the state legislature
guaranteeing parental choice in selecting service programs for their severely
handicapped sorns and daughters.

Parents became suspicious about the reasons for Mental Health and public
school support for the integration effort. One parent stated:

"Bagically what was behind the whole thing is money. Of course it was
couched as what is oest for these children".

"The debate may have focused on retarded children, but dollars are the
crux of an emotional controversy..."

The controversy over integration was so great that it affected the
entire community. In a four month period, the local newspaper had 15 articles
focusing on integration, including several front page stories. The attitudes
of many groups in Eugene were captured in the newspaper headlines:

"Its going to be misery for them."
"Retarded caught in controversy."
"We've been through the pain; we've been through everything."

Public meetings drew crowds of up to 150 people, including state level
politicians and representatives from the Association of Retarded Citizens. The
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public debate ended when the Lane ESD board established a Working Committee of
parents, teachers and administrators representing both the segregated and
public school programs to develop a plan to resolve the integration issue.

After two months, the Working Committe developed a set of recommen-
dations which were later adopted by the Lane ESD board. These recommendaticns
included:

i) Continued support of the segregated school by Lane ESD as one
service option for severely handicapped students in the area;

ii) Systematic integration of more students on scheduled timelines;

iii) Parent preference as the ultimate criterion of a student's placement
into integrated programs, and

iv) Systematic efforts by Lane ESD staff to inservice nonhandicapped
studen’ s and reqular staff of schools that would house the
classrooms for students with severe handicaps.

These recommendations provided the basis for later efforts to integrate
severely handicapped students into public school programs. Currently, 146 of
Lane counties 169 students who are severely handicapped are served in age-
appropriate classes in the public schools. The 23 students who remain at the
segregated school do so by parent choice. Despite the local evidence that
severely handicapped students are not victimized in integrated settings nor are
services diminished, a small set of parents have chosen to keep their children
in segregated programs.

Implementation of Integrated Programs

Following the recommendations of the Working Committee, the Lane ESD
began to develop integrated programs for more students with severe handicaps.
Programs were first developed at the elementary level; only later were classes
in junior and senior high schools initiated. The principal reason for this
two-phased approach was the assumption by ESD administrators and teachers that
elementary school staff and students would be more receptive to having severely
handicapped students integrated into their programs than would staff and
students at secondary schools. Beginning with the original two public school
clessrooms in 1974, the program has grown by an average of two classrooms per
year.

After dealing with the initial barriers to integration, the principal
concern became the development of more or less "neighbourhood" programs so that
students did rot have to travel extreme distances to school. Three geographic
regions were informally developed, each with classes at a senior high school, a
junior high school, and one or two elementary schools. This structure was
developed to reduce travel time and to provide a consistent system of school
programs for the students in their own neighbourhood.

As new classrooms were established, each special education teacher was

encouraged to provide inservice training to all regular education staff and to
impiement strategies that would increase interaction between handicapped
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children and their nonhandicapped peers. Some of these strategies will be
discussed below in more detail.

The expansion of integrated public school programs and the simultaneous
reduction of the segregated schoocl program speak strongly for the perceived :
tenefit of the system change that occurred in Lane County. In recent i
interviews, several parents of children directly affected by the shift to
integrated services characterize their feelings about the change.

"My children have benefited more than if they had stayed in a segregated 2%
situation." "

"Being put in a large (high) school... I thought he might get lost in 5
the shuffle during class changes or lunch time, but there were just no A
problems." R

"She was successful,

made a lot of friends, and was never ridiculed or
anything."

"Ridicule wasn't evident. I was really overwhelmed and amazed at how
receptive the other kids were... I thought it was a positive experience o
for all of them." . Ig

3. THE INTEGRATED SITE

North Eugene High School (NEHS) is one of six high schools in the Eugene
metropolitan area. It is located in a light commercial and residential area. .,
The business district around this high school has flourished as a result of -
continued housing development. Grocery stores, department stores, restaurants, N
and banks have been established in two nearby small shopping malls. The '
County's mass transit system has a stop directly in front ‘of the high school R
building. The residential areas around NEHS consist of tract housing with a L
relatively homogeneous middle- and lower-middle class population. Parents of -\
NEHS students are typically skilled labourers, craftsmen, or middle management -
personnel.

NEHS offers a number of career tracks for students, ineluding college
preparation, business, electronics, welding, woodcrafting, and auto mechanics.
It supports ten separate departments including Math, English, Home Economics,
Business, Sccial Science, Fine Arts, Industrial Arts, Graphic Arts, Physical
Education, and Special services. Fifty-three Leaching faculty form the core of
a 90 member staff. The high school is administered through a departmental
model with department chairmen acting as liaisons between the central
administration and teaching staff.

The school currently serves 1 000 students grades 10, 11, and 12 who
range in age from 15 to 18 years. The majority of graduates gc on to attend
two-year technical schools or seek employment upon graduation. Less than 30
per cent of the students matriculate at four-year colleges or universities.

The Basic  Skills Class at NEHS serves ten students with severe
handicapping conditions Students range in age between 15 and 21 years, and




live in the school neighbourhood or reside in the outlying rural areas within
the NEHS service boundaries. The IQs of the students in the Basic Skilla class
range from "non-testable" to 40 as measured by the Stanford Binet or WISC-R. In
addition to their retardation, all ten students have obvious delays in
language. Three are non-verbal, two are hearing impaired, and on2 is severely
visually impaired.

The class at North Eugene High School was initiated in the 1978-79
school year. The iritial teacher of the class held certification and a
master's degree in special education and had two years of teaching experience
in another district. After two years with the class, he went on leave to
pursue a doctoral degree. The present teacher is 26 years old and in hia first
year of teaching. He, too, holds certification end a mastier's degree in
special education. Two classroom aides have luft because of pregnancy. The
cuirent classroom aide is a 19-year old graduate of North Eugene High School in
her first year of employment. She had been a peer tutor in the Basic Skills
Class for two years prior to graduation.

In addition to the teacher and aide, the students have access to a
speech and language sgpecialist and an adasptive physical education specislist,
each for three hours per week. These specialists gerve primarily as
consultants to the classroom teacher in the development and monitoring of
instructional programs.

4. CURRENT STATUS OF INTEGRATION AT SITE

Increased interactions between handicapped youth, their nonhandicepped
peers, and the community at large do not seem to occur withou: olanned inter-
ventions and concerted efforts by all involved. In too many programs studenta
with severe handicaps come in through the back door of the public school in the
morning and leave through the same door in the afternoon, experiencing little
or no contact with their nonhandicapped peers. The following section
describes strategies implemented to facilitate integration in the NEHS setting.
The discussion is organized around the four levels of integration delineated
above (Snder, 1981).

Physical Integration: Proximity to Peers

When the class for severely handicapped stui.nts was established at NEHS
in 1977, building and program administrators selected a classroom that they
Judged would be maximally sppropriate for severely handicapped students: the
room was close to bathrooms and near the back exit of the school where the
school bus would stop. Though in some ways convenient, the location of the
classroom presented some distinct problems. The out-of-the-way lc-ation
reduced the amount of student traffic near the classroom and consequently
limited the opportunities for informal contact betveen severely handicapped
students and their nonhandicapped peers. In addition, the hall and area
immediately outside the classroom was where a group o’ students typically
gathered to smoke cigarettes and listen to radios. These students represented
a somewhat deviant group and had low status in the gocial structure of the high
school. The proximity of these students to the classroom of the severely




handicapped students had a significant negative impact on the status of the
handicapped students.

Arter one term, the teacher nersuaded the Principal to move the class to
a room in & more central and desirable location. In the new location, student
traffic is always heavy. The classroom i8 in the midst of the math complex,
and close to both the cafeteria and student lounge. Severely handicapped
students are, literally, in the centre of things at NEHS and have the opportu-
nity for many natural contacts with nonhandicapped students in the course of a
school day.

Functional Integration: Utilizing Existing School Facilities

Students in the Basic Skills Class use virtually all the facilities in
the high school at times when they are in use by the rest of the school popu-
lation. Students participate in regular lunch periods and operate on the
reqular school schedule. Severely handicapped students are typically seen in
the cafeteria, school snackshop and store, the lounge/study hall area, the gym,
library, nurses office, shop and home-economics areas, and administrative
of fices. .

Access to these environments, of course, presented a new set of teaching
demands. Appropriate use of school facilities quickly became part of the
curriculum. Students hLad to be taught to buy snacks st the school store, uge
vending machines, buy lunch in the cafeteria, and so on. It is important to
stress that students were taught these activities even though they had major
deficits in academic and social skills. Students did not have to "qualify" to
use school facilities by first mastering certain '"prerequisite" skills.
Instead, they were taught in the natural performance environment those
activities that would become, for them just as for other students, part of
their daily routine. The need for skills which are typically assumed to be
prerequisites for performance in these settings (i.e. reading and math skills)
was reduced through the use of alternative pzcformance or partial participation
strategies. All ctudents were provided training which would maximize their
access to normal activities and settings.

In addition to using all the non-instructional environments cf the high
school, sore of the students participate in classes that are part of the normal
curriculum offerings, including physical education, woodshop, and home-
economics. Integration into reqular classes typically involves an individual
handicapped student or a group of two or three who participate with the support
of an aide or a peer tutor.

As of this writing, the severely handicapped students at NEHS spend

between 50 and 100 per cent of their day in integrated settings in the school
and the community.

Socisl Integration: Personal Contacts

The physical location of a special education class on a regular school
campus does not automstically ensure contacts between handicapped and non-
handicapped students. The teacher at NEHS structures many situations during
thz day for these contacts to occur.




Cne very effective vehicle to increase interperscnal integration is a
peer-tutor progrem. In addition to establishing personal contacts between the
students, a peer tutor program provides an increased number of inatructors.
Each term, a class for peer tutors is offered. Nonhandicapped students learn
about the program through a variety of methods including daily announcements to
the student body, bulletin boards, the school newspeper, or ‘hrough school
counselors who are familiar with the program. Students must foimally apply and
interview for peer tutor positions. Often, the teacher will select studente
that are considered "popular" in the school to give the class a high status
within the school. Peer tutors are first trained by the teacher, then
scheduled to work on a variety of instructional activities both in the school
and the community. Tutors are evaluated on a regular basis, receive follow-up
training when necessary, and are graded at the end of the term.

In winter of 1982, the TMR classroom at NEHS had 9 tutors who worked
daily in the classroom. These students were from all grade levels and include
both high achieving, popular students ‘and students who needed non-academic
credits for graduation. The peer tutors are involved in all aspects of
instruction. They instruct small gzoups in the classroom, run programs with
one or more students in a community setting, .keep instructional data and
program files up-to-date, and develop instructional materials.

An gbvious benefit of a tutoring program is that instructional time for
the student with handicaps is maximized by having access to more staff
resources. In addition, the program provides a support network for the
integration of the handicapped students within the building. The handicapped
student cen greet other students by name when going down the Hhall and has more
opportunities to socialize with nonhandicapped peers. Peer tutcrs often become
advocates for the students and will intervene if they see a handicapped student
mistreated. They also function to correct regular students' misconceptions
about the students with handicaps.

Another project that provides for structured opportunities for social
interaction is a fund-raising project jointly sponsored by the Basic Skills
Class and the school wrestling team. Both the handicapped students and their
nonhandicapped peers collect all the recyclable paper in the school, sort it,
and sell it to a recycling plant. Profits from the work are shared between the
special class and the wrestling team.

Participation in regular classes also provides opportunities for social
contacts between handicapped and nonhandicapped students. Those situations
where nonhandicapped peers can witness the severely handicapped student es a
competent peer seem especially effective. For example, regular students have
been surprised to see handicapped students operate complex machinery in
industrial arts classes.

Social integration does not automatically result from the simple phys-
ical integration of severely handicapped students but is a function of
gtructured opportunities for social contact. After some contact in more
structured settings, more natural interactions in hallways, cafeterias, and
other school environments seem to occur spontaneously.
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Societal Integration: Access to Community and Opportunities for Normal Adult
Functioning

The goals of secondary programs for severely handicapped students are
productivity, independence, and participation. Productivity refers to an
individual's economic contribution to his or her community. Achieving this
goal requires that school preparation includes the development of locally
saleable job skills. Independence is a relative goal. While there is not the
expectation that, even with the best schooling, all individuals with severe

. handicaps will become entirely self-sufficient, school programs should seek to

reduce dependence as much as possible by training activities that support
community living. Participation refers to integration of handicapped indi-
viduals into the on-going activities of the community. This goal quite
naturally requires that adolescents with severe handicaps experience the
opportunities and demands of their communities.

In attempting to achieve these goals, the program at North Eugene High
School made dramatic changes in what is taught, where training occurs, and who
is responsible for structuring performance opportunities. The NEHS program
derives the students' objectives from the requirements of post-school environ-
ments. The content of instruction is organized into three broad domains
(vocational, personal management, and leisure) which describe the major
categories of adult performance. All students have goals in each domain. The
program emphasizes training in the hcme and community in addition to the school
classroom. Rather than expressing instructional objectives as the acquisition
of isolated skills, goals are stated as larger "activities". An activity is a
complex chain of behaviour which, when performed under natural conditions,
tesults in a functional effect. The difference between traditional skill goals
and activity goals are jllustrated in Figure 1. Rather than performing in
contrived instructionsl environments, students instead perform in response to
natural cues in non-classroom environments. Some of the community environments
where students receive training are described in Figure 2. Providing instruc-
tion outside the classroom in both schools and community environments, and
students' participation in the routine activities of the school (i.e. lunch,
bresks, assemblies, using lockers) results in numerous opportunities for
interaction with nonhandicapped peers.

The teacher has weekly phone crntact with the parents of students in the
class to offer assistance with programs set up for the home and to remind
parents to provide their son or daughter with performance opportunities at home
and in the community. When a student turns 18 years old, the parent-teacher
conferences begin to include representatives from adult services programs who
are insirumental in developing both future community living and employment
situations.

Both the instructional content and the daily operatiocn of the classroom

are designed to maximize the performance of work, independent living, sad
leisure skills in the local community.
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ILLUSTRATIVE INTEGRATED EDUCATIONAL PROGRAM

Figure 1

lsolsted Skill

Activity Gosls

Given 8ny price tag iess than $15, Jason will count out bills and
coins to equal that emount.

Mertin will mutch pictures/line drswings/rebuses to functionsl
objects (e.g., clothing items, food items, classrocm materiols).

Tom will demonstrste the ability to shop st three different super-
markets: Safewsy (2327 River Rosd)
U Mart (416 Sants Clsrs St.)

Fred Meyer (3000 River Rosd)
for up to 15 specific brand grocery items. Picture csrds will be
vsed 88 the grocery 1ist. Performence includes trivel to the store,
selecting items. psying for the purchese using s next-dollar strategy,
and transporting purch beck to school.

Ben will learn to sign 25 functional word phrases (e.g., hemburger,
nilk, fries, 1 want, thenk you) or request.

Bianca will improve sclf-care skills in the srecs of eating and
mesl prepsrstion.

Kichael will independently cross uncontrelled intersections during
low traffic periods.

Joe will use s communicstion notebook to order lunch st two fest food
restsurenis (Mclonald's, Arby's). Performence includes trave: to the
restsurant, entering, waiting in line ss necessary, indicsting desired
lunch (sandwich, beversge, fries, dessert), paying f3r using e next-
doller strategy, trensporting food to tsble, ssting, clesn up and
return to next sectivity.

[

Cindy will nane/locate femsle body parts.

Bob will demonstrate mature cstching and throwing patterns using s
variety of sizes/weights of balls.

Diane will demonstrate sppropriate use of make up.
Jackie will independeritly wash her hair once o week.

Sussn will use the YHCA twice weekly after school. Perforsence includes
travel to the "Y", locsting the correct locknr room, finding s locker,
changing clothes, using the weight rooa st lssat ten minutes, using the
ssune, showering, dressing, and traveling hems.

Bill will increase ris understanding of sress of career interest
relevant to hia vorstionsl potentisl.

Matt will improve the socisl end communication skilla needed for
community vocstional functioning.

Oen will perticipate ss & member of 8 worl crew responsible for after
school clean up. Perforsence includes arriving for work on time,
greeting co-workers, putting on approprinte clothing, independently
completing jobs designeted by scti. ity cards, changing out of work
clothes and returning home on designated bus.

Jeff will improve and maintain fine sotor skills, bilsteral
coordination, spatisl orientation, and equilibrium.

Rob will increase his vocstionsl skills mnd abilities.

Allen will demonstrate en incressed awareness of work values.

Tom will participate in the Food Service Program st the Erb Student
Union. Job cluater includes bussing tables, washing dishes, washing
pots/pans, and shelving clesn dishes/pans. Trsining will sonitor
socisl interactions, speed and quality prompts, snd perforsence
sccording to schwduls.

BEST COPY AVAILABLE
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Figure 2
COMMUNITY TRAINING ENVIRONMENTS

Leisure/Recreation Personal Management Vocational

Bowling Alley Supermarkets University Student Union
(cafeteria-style restaurants) - '

Fast Food Restaurants Grocery Stores Eve's Buffet (restaurant) :

Public Swimming Pool Bank Nursery

Track Field Laundromat Sizzler (restaurant)

Roller Rink Department Stores Commercial Laundry

Recreation Center

(video-games)

5. IMPACT OF INTEGRATION

The process of integrating severely handicapped classrooms into regular
school buildings throughout the district has had a significant impact on all
those involved. The effects on regular education students, staff, and
administrators, special education staff, and families are described below.

Building Stafi’ and District Administrators

Among the group affected most by the integration of severely handicapped
students are building-level staff and administrators. Among the potential
areas of impact are chenges in the distribution of school resources, in
attitudes towards severely handicapped. students, and in staff roles to
accommodate the severely handicapped students. These issues focused interviews
with both administration and staff at North Eugene High School, and are
summarized below.

Distribution of school resources. In general, the staff of North Eugene
High School expressed no concerns over the allocation of resources to severely
handicapped students. Their attitudes are well represented by the following

comments.

-- "I haven't had to take any special steps to adjust to these kids...
they're just like every other kid." (Regular teacher)

-- "Every student has a right to an education and opportunity to
participate in the program... I have the same raspongiblity to them
as I do to any other students." (Industrisl Arts teacher)

-=- "Utilizing regular teachers increases the success of integration."
(Math teacher)

-- "If there is a kid in a wheelchair or a kid with Down's Syndrome
whose hand is a bit small, I may have to make some adjustments in how
they use the saws and so on... like a different holding device...
but nothing major." (Industrial Arts teacher)




The support of the Building Principal is critical in the .overall iate-~
gration effort since it is the Building Principal who controls the allocation
of space within the school. Including a class of severely handicapped students
in the regular high school requires that space previously assigned to regular
education programs be re-allocated to special education. If this're-assignment
is not handled appropriately, there is the riak of hostility on the’part of
regular educators toward the special education teacher and students. The
Principal plays a critical role in facilitating participation in regular class
proegrams by severely handicapped students. The position of the Principal at
North Eugene High School on these and other issues i3 clear:

-~ "I didn't feel there were any more problems than if you were adding -~
another class to the English department... you've got to have a:
space, and make sure kids get back . and forth on some kind of N
schedule." SN -

-- "I would recommend as central a location for the classroom as
possible... it shouldn't isolate them or reinforce the traditional -
society image that they belong way off in the corner... :Put them in -
a visible position to show they are there to learn and get-help..."

-- "Any additional cost in resources is worth it for two reasons. It's
healthy for handicapped kids -- they're going to be dealing with non-
handicapped people for the rest of thrir lives. T think the bigger.
advantage is that a community of 1000 kids get the opportunity to be:
with these (handicapped) kids and-learn to deal with them. Then when -
they deal with them in the community they'll have an awarenesa.,.
It's important that ycu have two-way integration."

Changes in staff attitudes about severely handicapped students. Almost
all the staff at North Eugene High School indicated some initial skepticism
about the integration of severely handicapped students:

-- "We had some concerns and questions about how to deal with these kids
when there are discipline problems, how to communicate with them, :
where to locate the classroom. The concerns- were based on ‘our
ignorance and inexperience with these kids...”

Despite the initial concern, staff attitudes toward these new students -
changed rapidly. The following statements reflect the attitudes of both the
staff and students in the school.

-- "The regular stulents and myself have benefited... I'm sure the
experience cf being with those students and realizing they learn has
helped a lot".

-- "We're going to be living with these pﬂople as adults. We're going
to be working with them and we need to learn to accept them "

-- "1 think it's a good situation. It's good to have that opportu-
nity... I've noticed that even the other kids have gotten so they
treat them as one of the group and don't point them out as being
something different..."




Changes in roles and responsiblities. The staff of North Eugene High
School did not indicate that their roles as teachers or administrators had
changed significantly as a function of the integration of severely, handicapped
studerits. The changes they did identify did not centre on an increased
workload or inconvenience, but rather on their responsibilities to,fscilitate
interaction between handicapped and nonhandicapped students.

-- "The thing that has become important for me, as a Principal, is the
modeling of interaction with these kids so the other kids and staff
see it's okay to interact with them."

"The buddy system fascinates me. Maybe they need a buddy who will
work with them in a class, or a buddy to take them to the ball game.
That would be a good thing for the lettermen (student athletes) so
they could become part of that group."

"We need to do more of what you've done by breaking them up...
instead of herding them in a small group to an assembly or lunch
break them up, spread them out, and try to mix them in with the other
kids ag much as possible." (Math Teacher)

"When aides first came in to help these (severely handicapped) kids
in shop class, the aides would go sit right by them.. I've had to
tell a couple of them not to do that... the aides should spread out
and help other (nonhandicapped) students iso they won't brand the
handicapped kids." (Industrial Arts Teacher) .

"Encouraging regular kids to be peer tutors is probably one of the
best ways (to facilitate integration). Those kids have an opportu-
nity to tell their friends what the handicapped kids are really
like." (Math Teacher)

The staff and administration at North Eugene High School are unanimous
in their commitment to the school integration of severely handicapped students.
Their understanding of the need for increasing contact between handicapped and
nonhandicapped students is summarized by their principal:

-- "The socialization process is the number one reason why you integrate

kids... The academic things could be done in a box, but if ther2 are
no people around the box it won't matter, they won't make it."

Regular Students in the High School

A frequent argument for integration is that it benefits both handicapped
students and their nonhandicapped peers. Not only do handicapped students have
appropriate role models, but nonhandicapped students become more tolerant of
human variability and more compassionate individuals. Some students at NEHS
provide a strong testament to this argument:

-- "At first I thought you couldn't teach them how to do the basic
things but now I realize that they do learn and that it's worth your
time,"




-- "I think I changed a lot for the better. I used to feel sorry for
handicapped people; now I don't."

Through peer-tutor involvement, lectures, and extra-curricular
involvement some nonhandicapped students have become advocates for their o
handicapped peers: Ty

-- "They need to be exposed to normal situations... There is no reason
they should be different... or miss out on the things that I would
get." ’

=- "I'd like to see them get jobs, even if it's a dishwashing Jjob or
something... I'd like to see them out there working with the
community rather than stuck at home or in an institution."

Nonhandicapped students who work as peer tutors in the classroom view ‘5' X
the integrated school setting as an opportunity for their not-so-enlighitened " %
schoolmates to change their attitudes: .

-- "It gives the handicapped students a chance to work with the normal
kids and gives the normsl kids a chance to see what TMR students are - :
like. Instead of thinking... "Oh, they're retsrded... go away," . N
school gives us a chance to get used to each other here." b

-~ "Nonhandicapped kids are sometimes afraid to interact or talk with
them. It would be worth the time to try and get kids to come in the
classroom... Slowly fade them in and have them meet and talk with
each other once in a while." . s

Initial parental fears that their handicappe” children would be a target
for ridicule and attack by nonhandicapped adolescents have be.n unfounded. .
Instead, integrated settings seem to promote advocacy in some students and
greater acceptance in others.

Teachers of Severely Hand:icapped Students

Working in an integrated public school rather than a segregated setting
changes teachers' perceptions of their students, their expectations for them,
and their own role definitions as well. One teacher who had worked in the
segregated program before taking a job teaching severely handicapped students
in a large public high school described the effects of integration:

-- "The biggest change in being in a public environment is maybe with
the staff. I felt I wss being mainstreamed... I thought at first
that I would miss the support that I had in the (segregated) center -
having the other teachers around who where doing the same thing. But
the (regular) teachers here have been very supportive. They view it
as an opportunity for their own students to learn." :

Integrated school environments help the special education teachers *
maintain a8 perspective on what is socially acceptable and age-appropriate B
behaviour. In a segregated setting, teachers may come to regard "retarded"
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behaviour as "normal". They lose sight of what would be acceptable or
unacceptable in the community at large.

»

—- "I found that there were behaviours that I simply would not tolerate
here... they seem 8o incredibly out of place -- behaviours that I
didn't even notice (in the segregated setting)."

-- "Probably the greatest influence in changing my expectations was

becoming more in tune with how 17-year-olds really behave."

Another aspect of integration that has had considerable impact on
teacher performance is the expanded range of teaching opportunities.

-- "In terms of social skills, there ,is a lot more opportunity for
teaching since there are so many more other students and teachers
present than in the segregated school.”

-- "You have the interactions available to you without having tb create
them... you have cafeteria people, snack shop people, office people,
store people, peer tutors... you have all these people who had not

necessarily have had experience with handicapped individusls

before... you don't have to go look1ng for them."

-~ "Integrated settings by themselVes;don’t necessarlly increase func~
tional performance. . They -provide an opportunity for that kind of -

instruction to occur. There is such an increased opportunity for
interaction with the community."”

Tied to this increase in teaching opportunities is a change of teecher
expectations for their students.

-- "My expectations have changed in the four years that I have taught. I ‘:

started out saying things like 'Kida need to be in the community when
they graduate; and what that meant to me was that they would have a
group home and have access to work activity centrea. Now I think
there should be a wider range (of service options): a majority of
TMR students should be competitively employed in some capacity, and
should have a range of options for residential -sarvices... My
expectations have changed from very narrow views about the kinda of
service delivery that should be available to a much wider range."

-- "In general, my expectations are that they will behave like anyone -

else their age... that they will graduate and go to work."

Changes in the role of teachers and related service peraonnel have also
occurred as a function of integration. With a heavy reliance on peer tutora,
teachers spend more time as tutor trainers and correspondingly less time in
direct contact with their severely handicapped students. Teachers also spend
more time identifying and developing community-based training sites. Ancillary
staff, such as adaptive physical education teachers and speech-language
therapiste, now travel to 12 classes in 11 different buildings to deliver their
services:

-~ *In a segregated setting there was more cohesiveness for ancillary

staff. Now 98 per cent of the people in the building don't know us." . ; 2
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—- "There were times when I missed the support I had in the centre (from
other special education teachers)."

From a staff point of view, the gains that come along with integrated
school setting clearly seem to outweigh any of the disadvantages.

Parents and Families fz

Including severely handicapped students in integrated school programs
did affect parents. While parents report that integration did not cause great
disruptions in their roles as parents or in the family structure, they did
identify effects on their attitudes concerning the value of integration for
their child's current and future life. Though parents differed in their ini-
tial enthusiasm for integration, in retrospect most agreed that the experience
has been a positive one.

While some parents did describe instances of their children being
ridiculed, they also recognized that nonhandicapped children have similar
experiences. In fact, most felt that these experiences had provided their .
children with opportunities to learn to deal effectively with the nonhandi-
capped world:

-- "They had come from a protected environment. They had been protected
from bad things, bad words, and bad experiences. But in order for
them to go to school and progress, they cannot be in a protected
environment." " :

Parents frequently identified the opportunities available to their
children in public school programs that were not svailable in the segragated
school. These included building resources (such as the library, the gymnasium, b
and the cafeteria), curricular offerings (music classes, art clasaes, wood >}k§
shops, physical education), as well as the extracurricular activities sponsored ..
by the school. When questioned about the difference in the opportunities -
available between the two settings one parent stated:

-- "I think they would have progressed there (in the segregated 0
program). It is just that they would not have had as broad and normal “1:
cituation as what they are experiencing (in the regular high
school) . "

Most parents felt that the effects of integration on their children's
development had been notable. They recognized tb«t integration into public &
school programs had increased their children's competence and independence. . :
These parents often expressed surprise that their own expectations for their
son or dasughter had not kept pace with their child's progress. .
? -- "She's gotten better... more independent, going out on her own
| more." "I think I've changed because I wouldn't let her do things

before, but I've seen her do them now. Maybe I was afraid she
couldn't do it. She probably could do even more than what she's
doing now if I'd let her."

-- "I visited the classroom before Christmas. While I was there, the .m?{
teacher told him [the son] and a friend to go out in the hall during “F
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break. I asked "What do you mean 'go out in the hall?' Where are
they going?" He said that they just go and do their own thing like
everyone else does... I asked 'Will they come back on their own? He
said '0h, yeah. They'll be back.' At the end of the break, here they
came... I just couldn't believe it! That's natural for high school
students. I just hadn't thought of my child as a high school student -
who would ever be able to do that." :

Several parents indicated that their children's increaaed competence at
school and in the community had affected their own attitudes concerning their
child's future. Many now felt that their children would be capable of working
and living in the community:

-~- "If they are given an opportunity... then they can make it. If they
aren't, you'll never know if they can make it or not."

-~ "I certainly know now that he has the capability of working and
earning money... Not being given money, but actuslly earning it."

-- "1 want her to have a job -- a paying job -- and the same life as
anyone else. Boyfriends and marriage... I have the same
expectations for her as I have for all my kids." ;

While parents were pleased with the changes in their children's level of,- .’
competence and independence, they also expressed concerns over community
attitudes which often regarded handicapped young adults as children. One.
mother of three handicapped children exptessed it this way:

-~ "As I'm growing with my children, I find it somewhat difficult with

the community. 1 am trying to get.tHem competent but th&:communify '
treats them like children... [acting as if] it were okay when:they
are inappropriate but it's really not okay... They wouldn't want an

adult to behave that way... so I'm having to educate'my neighboura .

and my community."

Many parents expressed the desire for the community to treat their
handicapped children more norrmally and to meke more demands. Not only had
their e-oectations of their children changed, their expectations for the
communicy at large had also changed.

Our interviews indicate that parents' attitudes about the integrat:on of
severely handicapped students strongly favor integrated public school programs.
Parental attitudes and expectations about the futures of their children have
improved. They have in fact become active participants in the change process.
Perhaps as a function of integration, most parents have ruled out segregated
settings in their future plans for their sons and daughters. One parent whose
son had returned from an institution commented:

-- "We'd never put him in there again... you might as well lock him in
a prison."
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6. PROGRAM QUALITIES . -l

The experience of integrating severely handicapped adolescents into
North Eugene High School i3 consistent with a broader analysis of high school
services provided in an earlier report (Bellamy & Wilcox, 1980). The design of ¥
quality school services for severely handicapped secondary students has had to '“
proceed without benefit of extensive experience or a strong empirical base.
Instead, work has proceeded guided by a set of qualities or criteria. These 3
qualities reflect the broad social concern for improving the relevance of high ey
schools to later adult life (Carnegie Council, 1980), the concern for practical )
preparation for 1living and working roles that is manifest in the career -

development literature (e.g. Brolin & Kolaska, 1979), and the educational o
implications of the normalization ideology (Wolfensberger, 1972). These W
qualities are briefly described below. : o
High school should be integrated ‘f%§

The integration of severely handicapped students involves placement of a
special class in a regular high school building where there is opportunity to
share resources and non-academic experiences with same-sged peers who have no
identified handicaps. Integration is not tantamount to the direct placement of -
students with severe handicaps into regular clssses. It is rsther an affirm-
ation of the importance of the learning and performance opportunities proyided,
by interaction with normal peers. One of the most important ccharacteristics of .
the post-school environments in which students ultimately must function is the
frequent interactions with nonhandicapped individuals. Consequently, it is only
logical to plan educational programs which duplicate this feature of the
criterion environment and which actively build skills required for successful .
interaction with nonhandicapped society. The importance of integrated
educational environments is reflected in litigation (Halderman v. Pennhurst), ~

, legislation (the least restrictive educational environment provision of P.L.
94-142), and professional opinion (Gilhool & Stutman, 1978; Brown, Branston,’
Hamre-Nietupski, Johnson, Wilcox, & Gruenewald, 1979; Bricker, 1978; TASH,
1979; CEC, 1979), as well as by successful demonstrations of integrated
educational services for severely handicapped students (e.g., Wilcox & Sailor,
1980). Indices of succe 3ful integration include the characteristics of
physical placement (Kenowitz, Zwiebel and Edgar, 1978; Aloia, 1978), the N
occurrence of planned interactions between severely handicapped students and . F
nonhandicapped peers, length and organisation of the school day, and access to B
transportation and equipment used by nonhandicapped students (Soder, 1980).

High school should be age-appropriate .

The quality of age-appropriateness highlights the relevance of a
student's chronological age in selecting instructional tasks and activities.
It is inappropriate and stigmatizing for high school programs to rely on
instructionsl tasks (large piece puzzles, blocks, color naming, naming coins,
learning letter sounds) that are normally aasociated with programs for young
children. The requirement that tasks and materials be appropriate to the
chronological age of the student is not meant to -ignore the fact that severely
handicapped secondary students may, in fact, still have deficits in very basic
skills. The implication is that instruction ghould incorporate materials and




tasks that minimize, rather than highlight, discrepancies with age peers. The
comnitment to providing- age-appropriaste programming requires that the school
day and extra-curricular activities of nonhandicapped students be referenced in
program design.

High school should be community-referenced

The quality of community-referencing addresses the way that curriculum
objectives are defined and prioritized. A communicy-referenced approach
eschews organisation by traditional curriculum domeina (language, cognitive,
gross motor, reading, math, and so on) and instead employs categories that

derive from the basic demands of adult functioning (work, leisure, community -
participstion, and home living). There is an emphaaia on skilla which are .

functional (i.e., whose performance is frequently required in the actusl
community environment) and on criteria which relate to the demands sand
expectations of the community. A commitment to community-referenced programs
reflects both the career education orientation of secondary apecial educaiion

and the need to program explicitly for student performance in actual target LN (

environments.

High school should be future-oriented

A future orientstion is a natural and necessary complement to community- -

referencing. While a straight community-referenced approach would preaumably.

result in prograwming in end for existing domeatic, vocational, community, and . -7

leisure/recreational opportunities, those currently available environments are,

in too many cases, less than satisfactory. Programming only for current oppors _ ,:

tunities in the adult service aystem constitutea preparsiion for institutional
programs or adult day care programs. This is surely not the intent of educa-

tion. Recent changes in adult services (e.g., attention to civil rights, - *

legislative entitlements for medical services and income supports) would seem
to foreshadow additional changes at the community service level (Bellamy,
Wilson, Adler, & Clarke, 1980). Current post-secondary options hopefully do
not constitute a representative sample of environments and opportunities which
will be availasble several years hence. Future environments should reflect
increased access, community living alternatives, increased opportunities for
non-trivial work and weges, as well as a decreased tolerance for adult day care,
programs (Bellamy et al., 1980).

High school should be comprehensive

The comprehensiveness of a program should be judged, not against what a
teacher can program, but what his/her students need. Too often, secondary
programs have been governed by the "law of the instrument": if all you have is
a hammer, then you treat everything as a nail. Limits on the acope of programs
usually reflect teacher skills, constraints on classroom operation, and the
aveilability of materials rather than the performance deficits or instructional
needs of students. If graduates are to be independent and productive in post-
school environments, then they must be competent at various tasks snd in
various settings. This implies that secondary programs must develop strategies
for fitting into the local economy and for teaching skills which are not
normally practicasl in the classroom.
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. Comprehensiveness should not be judged by reference to coverage of
traditional "developmental® curriculum domains but by the extent to which

students conform to expectations for adult functioning. Special educators may " -

lack the content skills to develop student competence in domestic living, locsl
work, or community mobility, or the process skills to assist students to access
components of the adult service system. These teacher deficits, though
significant, should not detrsct from the student's needs for comprehensive
prepsration and transition services, ,

High school should involve parents

Psrent involvement in educational programs necessarily encompasses‘é .
variety of roles (including participation in the development of student -

programs, home-based instruction, community training, data collection, and
advocacy both for improved educational services and for increased post-school
options).

The values of parents are more important and more appsrent .dn ;2:

educationsl programming for secondsry students because there are not skill

sequences per _se. There is, for example, no logical or necessary relationshjp - §

between lesrning to shop for groceries, learning a factory job, and learning "_: .;"...j

besic domestic maintensnce. Decisions regarding which task is taught first,
the amount of time invested, and the expected approximation to normal (rather

thsn adspted) performence depend not on logic but on value judgements of °

parents snd professionals. For each objective targeted, there is a very real
"opportunity cost": tsrgeting any single skill consumes valuable instructional

time thst might otherwise be devoted to other skill areas. This dilemma, of

course, exists in all programs but is especially acute at the sacondary level
where there are numerous training needs and reletively little educational time.

High school should be effective

Effectiveness is a key criterion in an; educational service. Regardless

of other qualities it may embody, a program that does not achieve specified

gosls for students csn be viewed ss unduly restrictive (Laski, 1979). 1t ig

important to reslize thst the effectiveness of secondary instruction should be
messured, not in terms of accumulated knowledge or classroom behaviour, but
rather in terms of chsnges in daily performsnce in reaidential, vocational, and
leisure environments. Since the critical measures relate to the functional
performsnce of skills in natural settings, neither students nor programs car, be
sppropristely evalusted by paper and pencil tests or by performance on
simulated tasks in the school. New messurement procedures must be designed to
monitor typical performance on importsnt life tssks {Weissman-fFrisch, Crowell,
Bellamy, & Bostwick, in press). It is less important that a secondary student
lesrn ten new sight words, eight colour adjectives, or how to clip his/ter
fingernsils thsn thst s/he show increasing participation snd independence in
vocstionsl, domestic, snd leisure environments in the community.
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7. CONCLUSION

Although significant barriers had to be overcome in Lene County in the
process of establishing integrated services, this case study suggests that
integrated education can be “successful for students, valued by femilies, and
appreciated by other participants in the ordinary education process. Far from
realizing the initial fears about integration held by some, experience in this
community provided new standards of performance for students with severe
handicaps, informal teaching opportunities, peer contact, and social networks
that would have been impossible in earlier segregated services. Experience
with integration makes it difficult to justify segrenation on the grounds that
it benefits the students.

The apparent benefits of present services should not be interpreted to
minimize the importance or difficulty of the change process that established
integrated schooling. In this community, that process involved considerable
conflict as administrators, families, teachers, and others dealt with different
interests, communication efforts and breakdowns, and different information on
the results of initial integration efforts and how these should be interpreted.

The wisdom of hindsight is that three major aspects of the change
process might have been improved. First, families should have been involved
earlier and more extensively in planning efforts. The proposed changes
represent significant family adjustments; more accurate information about the
consequences and participation in design and scheduling of the change process
might well have eased the transition. Second, it now seems that school
administrators should have assumed from the outset that some parents would
choose, for any of a variety of reasons, to maintain enrolment in the segre-
gated program. Clearly providing that option might have reduced conflict
during the change period. Third, it might also have been helpful had the first
integration efforts included students with varied handicaps and abilities. As
it happened, the first classes to enter integrated schools were composed of the
most capable students, making it possible for all to wonder whether similar
provisions would be feasible for students with more severe disabilities. This
may have needlessly prolonged conflict over whether particular students were
capable of integration.

In this case an intermediate service alternative between full individual
integration -- mainstreaming, in United States usage -- and the original
segregated services was finally agreed upon. This arrangement preserves the
unique curriculum and instructional methods of successful special services, and
supports @ focus on integration not just in the high school, but in the
surrounding community as well. The possibility that separation in a different
class within the school would increase stigma does not appear to have been a
significant issue. The handicaps of individuals served in this class were
substantial enough to be readily apparent to peers. Consequently, separate
class placement did not serve to identify these students as it might for some
with less severe or otvious disabilities.

The study should not be interpreted as a representative case of high
school integration in the United Stztes. It stands rather as documentation of
one community's experience. Success in this community does make it difficult
to argue esgainst integrated services on the basis of presumptions about student
potential. Real barriers to integration may result from political realities,
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preferences of school professionals, family priorities, or spcce availability;
but the ability of students with severe handicaps to participate in and benefit
from integrated services seems increasingly clear. .
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THE FURSQKSGYMNASz 0SLO
A CASE STUDY OF INTEGRATION IN A NORWEGIAN SCHOOL

by Lise Vislie
Institute for Educational Research,
University of Oslo

"The implication of democracy is (...) that the individusl can be as
highly develnped as lies within the possibilities of his own inheritance, and
still can enter into the attitudes of the others whom he affects."

George Herbert Mead in "Mind, Self and Society",
University of Chicago Press, Chicago, 1934, p. 326.

1. INTRODUCTION

Forspk means ‘"experiment", hence the Forsgksgymnas in 0Oslo is an
experimental upper secondary school (actually the pioneer one). Both inside
and out it is familiarly referred to as the FGO and this is what we shall call
it in this report.

The FGO was started in 1967 as "a private schocl run by public funds" on
the basis of new proposals for an innovative tvpe of school, alternstive in
many respects to the traditional gymnas. Why it has been selected as the
Norwegian case for study in this series of reports is not, however, because of
the influence it has had upon the education system as a whole, but because its
potential for innovation was, again, the first to be aroused when in 1978 it
accepted the challenge of integration for the handicapped.

In terms of organisation and content the provision it offered was unique
and, for the most part, this continues to be the case. Fully to appreciate its
significance one must see it against the background of Norwegian secondary
education as a whole, and of what is available for the handicacped at other
schools in particular. An elaboration of this context is therefore attempted
in the following chapter. What will then become apparent is that this really
is the study of a case, and an indication only of the kind of school provision
that handicapped young people might receive in Norway.




Sources of information and assistance

For our opening chapters much has been derived from official and semi-
official documents and reports on upper secondary education, also from
literature specifically on the FGO published in the 60s and early 70s. Not
unnaturally, all of these have appeared in Norwegian only; nevertheless the .
more important ones are acknowledged in the List of References. Perhaps we
should mention the only one written in English: this is a case study made for
UNESCO by ﬂygarden and Svartdal in 1979: The Forspksgymnaset, Oslo, Norway, in
a perspective of lifelong education.

The integration project at the FGO was briefly outlined in a newsletter
distributed by the Ministry's Council for Upper Secondary Education in 1979
(cfr. Stubbe and Tilmers).

Further details, particularly on the planning of student programmes and
the organisation of teaching, appeared in a report by Grete Klottrup Larsen in
1981. More material was collected on visits and from other types of contact -
which the author and a group of students from the Institute for Educational.
Research, University of 0slo, have had with the FGO staff and students and a.
parent, since 1979. The students made some systematic observations of dif-
ferent types of lessons and other organised activities at the FGO during one
week in October 1980. This is reported in Aune et al., 1981. Specifically for
the present study, the handicapped students were interviewed at the school in
the spring of 1981 by Anna Benum and Ingibjgrg Bpdvarsdottir.

Also in 1981, pursuing its policy to disseminate good examples of
integration in practice (and, incidentally, to mark the International Year of
the Disabled), CERI promoted the production of a film showing how three
countries were coping with the integration of young handicapped people. For
Norway, the FGO was selected and the national TV presented the film in November
that year. Of particular interest to the present study have been the recorded
interviews made at the time by the producer, Are Fiva.

Although overall responsibility for this report rests, of course, with
the author, it could never have been completed successfully without the
cooperation and assistance of the following teachers, students and others:
Anna Benum, Ingibjprg Bgdvarsdottir, Are Fiva, Grete Klottrup Larsen, Tore
Stubbe, Kari Tilmers, and the study group "Streita" at the University Institute
for Educational Research.

2. THE NATIONAL BACKGROUND IN WHICH INTEGRATION IS SET

Upper Secondary Education

Upper secondary educstion in Norway is run by the nineteen County
authorities and follows directly upon the 9 years compulsory schooling (6 at
primary level and 3 at lower secondary). It offers a broad range of courses,
from the more traditional academically oriented to vocational ones. The length
and content of the courses vary; but the overall goals of education at this
stage are the same: to prepare students for work and life in society, lay a
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basis for higher (post-secondary) education, and foster personal development as
well as conveying cultural knowledge.

The Upper Secondary Education Act of 1974 (enforced in 1976) specifies a
highly differentiated system of schools and courses co-ordine“ed within a
common structure. All studies must embrace the following three components: a
common, general subject; subjects on which students wish specially to
concentrate with & view to their immediate future; and a choice from a range
of optional subjects. Studies are organised as 1, 2 or 3-year courses.

This system is flexible and, as will be seen, offers a wide range of
choices. It is even possible, for instance, to choose in the second category
from both the academic and vocational repertoires. In the main, preparation
for advanced studies will determine the content of some courses, while pre-

paration for specific careers may be th; object of others; but the model does .

not permit narrow specialisation. For instance, all types of vocationally-
oriented courses must include a certain amount of general education in subjects
such as Norwegian, mathematics, social sciences, gymnastics, English or another

foreign language. However, the longer courses normally allow for some

specialisation in their second or third years.

It should here be explained that the Act of 1974 which, as we have said,
introduced one system of upper secondary education, signified a merger of
vocational/technical schools with the gymnas which traditionally prepared for
entry to university. The consequent merging .of general and
vocational/technical courses into one institution catering for a whole age
group has, however, been a gradual process. Thus, many upper secondary
schools, particularly the newer ones, differ in what they have to offer in the
way of courses -- whether they have a vocational or an academic orientation.
These are called "combined" schools. Other schools largely confine themselves,
say, to 1-3-year vocational courses or 2-3-year academic studies.

The curriculum officially in force for upper secondary education dates
from 1976, although changes are continually being made in the light of exper-
ience and to meet new needs -- for example, the introduction of many new
courses. Basically, however, it is still the authority for goals and guide-
lines in the school, for the timetable and other basic matters, and it gives
general recommendations as to the pursuit of the various subjects for study.

More than 80 per cent of the students leaving compulsory school now
continue their education at the upper secondary level. The number of student
places there greatly increased during the 1970s, and in a few years it will
roughly correspond to the total number of individuals in the three age groups,
16 to 18 years. The national objective is free access for everyone, to further
education for up to three years after compulsory schooling. This is
comprehended within the Government's so-called "Youth Contract", according to
which every young person under 20 is to be guaranteed either work or school
education.

In principle, students are free to choose what courses they take in the
upper secondary school. There is, however, only a limited number of places
available for many subjects, sc¢ the newcomer cannot always enroll for the
course that was her or his first choice. Whenever the number of applicants
exceeds the availability of places, preference is mainly accorded on the basis
of marks earned in the compulsory school, but other admission criteria are also
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being used, such as age, previous application for the same course or experience
in the world of work.

The Upper Secondary System and the Handicapped Adolescent

Ore of the main characteristics of the new upper s. ndary schonl system ‘.
is its intention to provide for all young people between 16 and 19 equal rights
and opportunities to further education and perscnal development. Even at the ..
beginning of the 70s it was decided that -education at this level should no
longer be a privilege for the few and that: if this principle were to be
honoured, it could not be done in just expanding the old system. A change both
in structure and content was required if social, economic and geographic biases
in recruitment were to be eliminated. It was necessary to create a school that
could satisfy highly different types of interest and provide adequately for all
students without regard to the standard of qualification obtained by the end of
compulsory schooling. As concerned the rights and needs of the handicapped,
this formulation of policy was, of course, extremely important. Several
comnittee reports that preceded the Law now in force referred to the
handicapped in terms indicating that the right to further education within the
system was, in principle, intended to be unlimited. The cause of further
education for the handicapped was, however, so weak at the time that it proved
necessary to have it explicitly stated in the Law that students coming from the
nine-years school, the special schools or who had obtained their elementary
training otherwxse (in social and medical institutiohs) all were to be equally
admitted to further education (Section 7). According to Section 8, handicapped
students now have the right to more than 3 years of further education, provided
thev are thought 1likely to benefit from it. In this same Section of the Law,
the educational rights of the handicapped are shown to be explicitly included
in the ‘'ordinary" E£ducation Act, so special legal provisions for them were
unnecessary. This legal endorsement of integration now applies to both
compulsory and upper secondary education (cf. the Compulsory Education Act of
1975).

With integration now being a legal requirement, special education
becomes part of the ordinary school's provision. Further, in the 1974
Education Act, it is stated that, if a student needs extra support or special
education, she or he shall be given such provision. Note that the focus is
upon the needs of the students, not a particular handicap: this gives hope
that the segregating implications frequently associated with special educatzon
may eventually fade away.

A school in which these principles are being put into effect may neced
advisory snd support services. Section 11 in the Act states that a pedagogical
psychological service shall be available for the students in upper secondary
education and that socio-pedagogical support shall be given at this stage.

For some handicapped students, Section 12 is particularly important. It
states that school buildings, school furniture end the like, shall be m.dified
to the largest possible extent to provide access and necessary facilities for
the handicapped. Handicapped students are also entitled to school
transportation if this is a requirement (Section 13).

A final point of .importance to be mentioned here is that each Countf
School Authority is responsible for a sufficient and continuous planning of 7
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educational provisions in their respective areas. The raw especially requires
them to include the needs of the handicapped in these plans (Section 4), The
Authorities are therefore now expected to be actively searching for or creating
suitable educational arrangements or provisions specifically for the
handicapped.

Reform Policy - Present Status

Some figures may jillustrate the state of further education for the
handicapped at the time when the Education Act of 1974 was enforced (1976).
The State was then running'10 special schools for further education, one for
the blind, one for the deaf, and eight for® the mentally handicapped. The total
number of enrolments in these schonls was -about 400. Another 200 or so
adolescents got further education provisions of some kind in medical or social
institutions. The same year, the counties also organised some kind of special
education (in special classes or individually) for about 1 000 more students.

Three years later, the number of students in the state special ‘schoola
was approximately the same. The number provided for by the county, however,
had risen to 4 76B. Only 44 of these received separate, individual attention,
For the rest, the county authorities preferred to make arrangemen’s in the
secondary schools, either in the form of special classes (1 500 students), or
by straightforward integration with additional support in ordinary classes

(3 200). The respective figures for these types of provision in 1976 were 838._

and 146.

These figures indicate the immediate effact of the new Law: a consid- .
erable increase in special education provisions at this level -~ mainly located - -

in ordinary schools. However, although the position continues to improve, theé
number of handicapped students who have managed to get places in upper
sccondary schools indicates that, as a group, they are still insufficiently
provided for. In 1979, the Ministry decided that, in each county, 2 per cent
of the places at upper secondary level should be reserved for young people with
special educational needs. It was later announced that additional legislation
was being considered to ensure en even firmer basis for the rights of the
handicapped to further education.

But adequatz provision for the handicapped in further education is not
only a matter of ensuring enough places for them in the system; it is also a
question of the kind and quality of the treatment and facilities made available
to them. To the extent that the handicapped can take part in ordirary further
education, it can be assumed that the full range of educational opportunities
is open to them. The problem hitherto, however, is that too few of these
opportunities are being taken up, and this situation cannot be changed by
compensatory efforts and special education provision alone. Many courses and
studies in upper secondary education are still a reflection of a selective
school practice - mainly because the curricula have not been revised in the
light of the new objectives accepted nationally for education at this level.
So, new quidelines, for example, for the teaching of students with sperisal
needs will have to be worked out specifically for many more courses before a
real expansion of further educational opportunities for the handicapped takes
place. Innovations of this kind sre, of course, the responsiblity of the
Ministry, but local initiatives and experience are potentially important
stimulants in this process and they should be encouraged.
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The project at the Forsgksgymnas in Uslo is itself based on local
initiative. As a case, it is unique; 'but exparience there would seem to have
particular weight in a general discusaion of what types of school reform are
needed if handicapped young people are to be admitted to upper secondary
schools on a large enough scale, and be adequately provided for when they get
there. The project at the FGO indicates that the quality of the school milieu
is another important. factor in the process of integration and that it should be
seriously cons‘dered when programs are being reformed.

3. THE FORSEKSGYMNAS AS A GOING CONCERN

Historical Background

The start of the school was so remarkable that it must be recounted
here. In 1966, three students of the traditional gymnas in Oslo wrote a
pamphlet which was sent to all fellow students, upper secondary schools, the

school authorities and the press. In this pamphlet, the traditional school was.

violently criticised, notably for being run on too authoritarian a basis, for
applying teaching methods that were moribund, and for suppressing the
individual student's potential for personal development.

The pamphlet then advanced the idea of an alternative kind of school,
based on equal rights of teschers and students, and on personal, friendly, and
confident relations between the two parties. Freedom in the relationship
between teachers and students was a main principle on which the new school
should be established.

Many responded positively to the pamphlet and the suggestion for such a
school was seriously entertained by many teachers and students. A working
group was then organised and it came up with an implementing program which was
sent to the Ministry for approval. The proposal was that the school should be
set up as an" experiment" within the official program of experiments being
planned at that time to provide a factual basis for reorganising the upper
secondary school system. The new school, however, was a much more radical
experiment than any of the others being contemplated, and the Teachers Union in

particular opposed its acceptance by the authorities. After many applications §

(and several revisions of the program), the Ministry approved the plans for the
new school; but it had no financial support to offer. The Oslo school
authority finally saved the project by uncdertaking to bear the costs of the
school which, in any case, was intended to be set up in its bailiwick. It was
able then to start in August 1967 as (what the Ministry called) "a 'private'
school run by public funds®.

There are very few private schools in Norway; its status as such was,
therefore, a disturbing factor in itself. More disturbing, however, was the
fact that this status meant that the students of the school had to take the
final examination in all oral and written subjects at one f the official
schools. This, of course, put imoortant restrictions on the freedom of the
school to make experiments with the curriculum -- particularly until the 1974
Act was enforced.
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But s sgpecial privilege was alao given to the school: it got its funds
ss 8 block grsnt to be disbursed within the budget in sccordsnce with its own
priorities snd without any interference from the out81de.

The Oslo school. suthorities got -the FGO proaect of f the ground, But
thereafter it proved very difficult to find suitsble accommodstion for it in
their ares of jurisdiction. It has been moved around in the inner city area .°
and is now housed in an old school building -- the third location in its brief ..
history. The quslity of the accommodation found for the FGD hss slwsys been ;
far below the ncrmal Oslo schoel stsndsrd.

The Administrstive Structure

According to the school rules (which mostly reflect the principles in =
the 1966 pamphlets), the sdministrstive structure of the FGD is as fDllDWS’

The School Lesder (Head Tescher) is elected by, and from, the‘teachoga

on 8 yesrly basis. The ssme leader csn only hold this position for. a.
maximum period of 3 yesrs. He/she is in charge of ‘the-day-to-day-
running of the school on lines laid dowr by the School Council .and.the - :
Genersl Assembly. Gy g e

The School Council is, in effect, the executive body. It consists of -
4 students, 3 teachers, the School Lesder, 1 representative of the
parents and 1 from the Oslo school authority. Esch group elects its own
representatives every hslf yesr (only one of the students can be re-
elected, and no student can be re-elected more than once).

The Genersl Assembly is the school's supreme suthority. All members of )
the school are members of it. An elected committee is responsible for -
arranging its meeti’igs, prepsring the sgends and writing up the back-
ground materlsl for the issues to be discussed. .

“ i .
The School Council and the Genersl Assembly are, therefore, the two most
important administrstive bodies st the FGO. In addition, seversl groups
are appointed by the General Assembly to dischsrge particulsr .tasks. The
Adnissions Committee reviews spplicstions and advises the Council on
student entry. There is an Information Committee, a Budget Committee
and a FGO - Editorisl Committee. The Educstionsl Committee is especially
concerned with improvements in teaching methods snd the development of
new courses of study (subjects snd activities) to be included in the
program offered by the school. There is slso a Working Conditions
Comittee and s Kitchen Committee.

This outline should serve to illustrste how the principle of school
democracy has been applied st the FGO. How this hss worked out is described in
a previous report (made in English for UNESCO) in the following words.

FGO must be chsracterized ss hsving s low degree of structuring, as
relstively few decisions sre made in terms of regulstions and
instructions. This fsct implies that problems snd tesks must be tsckled
successively ss they emerge without much help from prescribed routines.
Neither solutions nor problem-solving procedures sre fixed in advsnce to
the same extent as is the csse in a trsditionsl school. The structure
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Jjust grants all the members equal rights in the decision-making
processes, The individual: member's' real engagement in the processes
depends on how he perceives the connections between the case in question
and the goals he values most. The participetion in discussions and
decision-making processes is therefore somewhat variable. Some matters
attract the interest of most pupils and teachers, but others are decided
upon by only a few members who out of interest or a feeling of

responsibility deem it important to solve the problem or settle the J

matter (Pygarden & Svartdal 1979, p. 32-33).

Methodology

As already mentioned, the FGO gets its funds as a block grant ~- the
same amount of money as other upper secondary schools of the same type and
size. The school is free to use the budget according to its own priorities,

and it has adopted a policy of offering fewer lessons in every subject so as to ;

have more classes and groups with, in consequence, relatively fewer students in
each., The student-teacher ratio is approximately 17:1 (the Norwegian average
is 13:1). .

All classes have their own classroom, and the students are responsible
for cleaning them. They do this without pay to save money for educational
purposes. The classrooms are relatively small, and the atudents are mostly
seated round ore big table. There is no special desk for the teacher. Claas
meetings are held weekly to discuss problems that concern the class as a whole
or individual members. They may also discuss and plan their own learning
program, within, of course, the framework of school curriculum.

The students and teachers are expected to work in accordance with the
established timetable, and to attend all their classes -~ thet is, unless
something else has been explicitly agreed upon. It is thus fully possible for
students to work individually and to make special agreements as to the amount
of written work to be handed in, its frequency and class attendance.
Individual agreements, once made, are considered binding. "Freedom under
responsibility" is the principle practised here. It is to be noticed that
"responsibility" is considered to include respect for the joint working efforts
of the class/group and for the social attributes of the school as a whole -- in
other words, the students must learn to balance individual interests against
the interests of the whole community.

The working atmosphere of the two terms of the school year is somewhat
different for each. As already mentioned, the students are still required to
take their final examinations at one of the official schools (so they cannot,
for example, rely on average marks in any subject). This arrangement has
proved to have a restricting effect on activities in the second term. Thus,
the school feels freer tc function in accordance with its own stated principles
during the first autumn term, Towards the end of the second term,
specialisation, individual studies and the like take up more of the students'
time and the teachers naturally tend to follow the same pattern,

Like most of the old gymnas in 0Oslo, FGD did not become a fully
comprehensive upper secondary school as a consequence of the 1974 Education
Act, offering both academic and vocational streams of study; instead it is
still mainly oriented towards general and academic studies and qualifying




students for post-secondary education. According to ﬁygarden & Svartdal
(1979), only 21 per cent of the students at the FGO between 1967 and 1973
either did not take the final examination ("examen artium") at the end of their
stay, or did not complete it later. This gives about the same ratio as for
students of traditional schools of the same type. fygarden & Svartdal checked -
the marks obtained by the FGO students at the final examination in 1978 and L
found almost the same averages and deviations as for other schools. 3

Students, Staff and Resources .3;

Most of the gymnas in Oslo can be regarded as local schools. The FGO is
not. It gets its students from all over the town -- some even from neighbour-
ing communes. But, in spite of their highly varied provenance, the students do
not differ so much in family background -- at any rate, this was the case in
the early years (Hem, 1971). Many of the students at that time had parents who
were artists, politicians, university prcfessors and the like, so one could say
that, as a group, they represented the more radical cultural élite of the
Norweglan capital. »

More recently, it appears that, compared to other schools in (slo,
students with parents in professions are over-represented, while business
backgrounds are definitely under-represented. Students with working class
back?rounds are also under-represented (Hauge, 1972; Pygarden & Svartdasl,
1971).

The school admission committee is instructed to aim at a normal
selection when evaluating applicants. Academic status, social attitudes, sex,
social and geographical background are all considered relevant factors in
arriving at a "normal group of students". Whether a result of this procedure
or not, the students of the FGO all seem to be a litile different from each
other. The iwpression one gets on visiting the school is that t!e students as
a group are less homogeneous (less "standardised") than in other schools a% the .
same level and of the same type.

.
¥

The normal age range of students in upper secondary education 18 16 (17)
to 19 (20). The majority of the students at the FGO is between this age range, ¥
but it is worth noticing that there have always been some nlder ones. . !

The number of students has varied over the years, but is now 170 as a
yearly average (handicapped students included). The total number of teazhcra
is 20 (1980/81). Their formal qualifications are the same as for teachers in
other upper secondary schools; they are, therefore, university gradustes.

Teachers receive a salary in accordance with qualifications and
senlorlty as in other schools, with a supplement of N. kr. 2 000 per year for
evening duty and special meetings after school hours. The School Leader is not
paid extra. The professional staff consists only of normal teachers. The
position with regard to special teachers is explained in Chapter V.

The FGO ic financed by the County of Oslo snd the State in accordance g
with regulations that apply to all schools at this level, which means it can oy
generally provide 39 hours of teaching per week for each class. With two 5
classes on each of the three grades the school has at its disposal a total




number of 234 hours of teaching per week. Jn addition to this it is allowed a
further 56 hours per week as support specifically for the handicapped students.

Premises

As already remarked, the FGO has always been accommodated in old school
buildings. In 1976, it had to move from one of these near the centre of the
city to another one further east. This building show: its age, but it is not
in decay. The size of the rooms and their number are, on the whole, good.
There is no 1lift, and nothing has been done with the structure to provide
access and necessary facilities for the physically handicapped. When inte-
gration started, however, ore room was allocated for individual teaching and
another made into a kitchen.

There is, though, one good thing about old school buildings: they offer
more scope for the students to furnish, paint and decorate their classrooms.
At the FGO, most of the interior décor reflects the taste and interests cf the
students.

Is the FGO a Good School for Integration?

Any ordinary school that has taken on the responsibility for educating
handicapped pupils could, of course, be selected as a case for studying
integration. The school studied here was not, however, selected as just one of
these "ordinary" cases; it was chosen because it was considered to possess
some particular qualities of importance in the process of integration at the
upper secondary level. Some indication of these will already be apparent frcm
the description we have given of the FGO; it remains, though, to bring them
together in summary so that it may be seen at a glancz, as it were, what really
does make a school good for integration of the handicespped adolescent.

As a start, then: the FGO's pasic ideology imparts a certain wholeness

to the school that gives character to the various interactionsl processes
taking place ihere. One may say that the school ie set up on & programmatic
basis, but the progcam includes and inlerrelates twe streams of activity, one
of which may be identified as pedagogical, the other as social. The program
has an open characler, which includes openness for change.

Many schuals mey, to scme extent, be descrited similariy. But in the
various ways we have outlined, the FGO has departed from uther schools in its
anproach to «-ganising a school, and in organising the teachinc and learning
taking place within 1t. This alone would make it seem more deserving than most
of the description “good ‘or integration®.

When the FGO was studied by (@ygarden % Svartdct “or UNESCO, it was in
the context of lifelong e ‘ucation, and the authors cons:dered it as having the
potential to make a valuab.e contribution to practical understanding of what is
meant by this term (1979, p. B8). The roasons they gave for *his opinion
represents a summary of important criteris from a somewhat diffevent viewpoint
which is worth quoting to complete the picture so fgr given of the .GO.

Emphasis at the Forsgpksgymnaset, Oslo (FL0), is on fostering the self-
growth of pupils, so that they become aware of their responsibility for their
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own growth as well as better aware of their own capacities, and interested in yf
and eware of new aress and forms of personal development... ¥

Fostering of self-growth requires development of lesrners' own compe- &
tencies for plsnning, executing and evaluating learning both as individuals and -
slso in groups. Activities at the FGO which have been adopted for this purpose
include perticipstion in joint planning, learning in groups, learning from
other lesrners (interlesrning), cooperative evaluation, and similar activitiee,
as well ss individuslization of learning by adapting it to individual levels of
ability, individusl tempi, and different patterns of interest. Administrative
procedures have been modified in order to achieve greater democratization...

At the FGO, there have been chsnges in the idea who is a learner and
whst constitutes valuable lesrning, who is a teacher and what constitutes
tesching (1979, p. 7-8).

The perspective of the present study is integration, not lifelong
educstion, and sdmittedly these idess are somewhat loosely connected. Still,
the school selected is the ssme for each enquiry. In fact, it is possible te
make several ‘"interpretations® of the FGO (as of other schools and
institutions) and this has indeed been done. But focusing on one
irterpretstion does not imply dissgreement with others. The @ygarden &
Svsrtdal study snd our own concentrate each on one psrticular aspect. It is
not the purpose of either to exhaustively analyse the FGO in its entirety.

4. STARTING INTEGRATION

The Initistive

The provision for the hsndicapped st the FGO came about as a result of
the sctivities of s psrents' sssocistion in 0slo cslled "School Group 10",
There are nine school districts in Oslo. Within esch, the parents’
representstives on the locsl (compulsory) school councils sre co-ordinated in
groups for the purpose of discussion. The special schools also hsve their
school councils, snd the psrents' representatives on these meet for coordinsted
discussions in s group of their nwn -~ hence "School Group 10".

School Group 10 hss, however, become more like s psrents' associstion
than the other school groups. For instsnce, psrents of handicspped pupils have
Jjoined it ss individusls (ss distinct from representatives). Up to the
present, the group hss hsd between 400 and 500 registered members, of whom some
hsve hsd their children in specisl schools and some in ordinary schools.

The main purpose of the group hss been to work for the right to sil
kinds of educstion for hsndicspped pupils, snd for the right of the pupils or
their psrents to decide for themselves whst kind of education should be
provided, snd in whst form. Its meetings sre principslly used to spread
informstion snd provide counselling snd support to psrents and pupils who have
hsd difficulties in spprosching locsl schools snd/or suthorities. But all
relevsnt issues of importsnce to the hsndicapped may be discussed. The work of "
the group is mainly conducted on s voluntary bssis by the psrents, psrticularly ‘




tnose who are members of the working committee. The 0Oslo school authority pays
its running expenses.

An important issue under discussion in School Group 10 has been
possibilities of further education for handicapped pupils. After compulaory
education, there has been a genersl lack of opportunities for them in the Oslo
area, no less than in other parts of the country. When the Education Act was
enforced in 1976, the Group intensified its pressure in this particular
direction. . . )

The FGO became involved in these activities largely by chance. In May
1977, a parent from the Group's working committee happened to attend a meeting
there which had been arranged to discuss school reforms, educationsl ideas and
practices in general. It did not take in the handicapped or special education
problems at all, altnough the school presented itself, as usual, a&s a place
particularly prepared to meet new ideas and demands in education. When the
parent from School Group 10 mede .her contribution to the discussions, she
"happered” to say that the FGO seemed to be a good achool, "but you don't
integrate handicapped pupils"! The FGO people present.al the meeting took this
as a challenge and after some infarmal talks, a working group, consisting of
4 teachers and 3 students from the FGO, 4 parents from School Group 10 and 1
handicapped student, wss established. Two teachers and two parents became the
active "core" of the group during the period of intensive planning.

Organising a Provision for the Handicapped at the FGO

The working group made an outline of the provision they had in mind and
then contacted the O0slo school authority who agreed to give its support. The
idea was to set up ¢ ‘“eneral-practical study course" for 8 to 10 students from
the beginning of the school year 1577/78. An information meeting for inter-~
ested parents and pupils was then arranged at the FGO, but although many
attended, no one applied for the course. 1 ey »

Obviously, many of the parents with handicapped children became sonewhat
alarmed by what they ssw and heard on this, their first visit {o the FG0. For
instance, they noticed and did not like the mess and diaorder in many of the
classrooms. They also observed that many of the studentd were smoking in
school, that the social atmosphere was very free and that the students were
very outSpoken. Many also reacted to the fact that, at the meeting, the
teachers preferred to address the handicapped young people themselves (not
their parents) when discussing matters of school and education. Many may also
have reacted against the untraditional character of the planned provision for
the handicapped at the FGO, which was here presented to them for the, first
time,

The upshot of all this wes a decision to postpone the start of the
provision until the following school year. It then became possible to announce
the course in the initerim .in accordance with standard procedure, as part of the
ordinary information service for compulsory school leavers. In response to
this, many school counsellors applied to the FGO for more information and many
followed this up by visiting the school. Parents from School Group 10 helped
the teachers in taking care of visitors who came to ask about the "general
practical study course".




The school received e¢leven applications for the year 1978/79 and seven
students actually started in the autumn. Two of the applicants were children
of active members of School Group 10, the others had responded to the general
information that had been given out. The students represented various types of
handicap, including cerebral palsy, mental retardation, and social and
emotional problems. All had been registered as handicapped during compulsory
schooling, either as pupils of special schools or as recipients of special
education in ordinary schools. All were boys. From the beginning of the same
school year, a special teacher was engaged.

An Outline of the New Program

In planning the new program, the basic idea was to offer handicapped
young people an opportunity for further general acsdemic education. During the
60s and 703, it became increasingly frequent for normal young Norwegisns to
continue their general academic education (in upper secondary schools) for one
to three years beyond compulsory school. To the extent that further educa-
tional opportunities existed for the handicapped, the provisions they offered
were mainly vocational. This meant that, for them, decisions as to a specific
vocational orientation had to be made at ar. earlier stage than was.necessary
for most other young people. The working group, however, considered that a
prolonged period of general education was likely to be more important to the
handicupped than to these other young people. They needed more time and more
help before they could become mature enough to make decisions about their
future occupation or the appropriate vocational training that should precede
it.

The working group recognised two aspects of education: one they termed
"instrumentsl" in the sense that it represents a means for getting a job and
earning 8 living; the other was its ability to enhance the very worthwhileness
of living -- here and now, or in a future perspective, it is education that
will show that there really is "something to live for". At the time, there was
a tendency to overemphasize the value of the first of these -- the instrumental
-- so far as the hendicapped were concerned. The working group reversed this
and designed a program that would emphasize education as a value in itself that
would prepare the handicepped sdolescent for living a meaningful life. The
longer it continued the greater the benefit in this respect would be. ‘

The broad aim of the nrogram was societal integration: full partici-
pation of the handicapped in life and work. The working group believed that
this goal could only be obtained if good opportunities for social and educa-
tional integration were provided during the school years. It was therefore
decided to construct the program on the basis of individual integratior: in
ordinsry classes.

For administrative reasons, the program was, nevertheless, arranged ss a
separate course called, as we have said already, "the general practical stucy
course". The word "practical" was a way of communicating two things: the fact
that the academic-asbstract demsnds on the students would be reduced or at least
somewhat differently considered than was normal at the school; secondly, that
the members of this course were expected to work more on the various optional
subjects offered at the FGO than tb other students normally did.




By operating the program as a seporate course, it bccame easier for the
FCD to get more financial support from the school authority. Administratively,
the group could be regarded as a special class in an upper secondary school, so
the number of lessons such classes are normally granted would be automatically
authorised. Through whichever channel the support came, the school was free to
decide, within the official economic frame, how the teaching was to be
organised. .

Giving the course a somewhat unusual kind of name was intended to
communicate to the other students that their hendicapped colleagues were
following e different program in terms of aims, content end methods.

The content of the "general practical study courae" was not spelt out in
detail at the beginning -- nor, indeed, has it aver become a program fixed once
and for all. The working group visited many special schools for further
education and others that offered provisions for the hiendicapped; on the
whole, though, they found the programs to be too vocationally-oriented, and
often very narrowly-defined, They were of little use, therefore, as models for
the sort of program they had in mind.

In the end, it was decided to wuse the regular programs and various
classes at the FGO as a basis for providing for the handicapped students also.
These programs were to be followed and used to the extent that they have some
important learning potential for the handicapped. If necessary, the programs
should be modified, vither by changing the content, by applying extra teaching
facilities/material, or by the presence of sn extra teacher (co-teaching).

If the lessons of a particulst class were considersd unfit for the
handicapped, programs of other groups during ttiese leasons might be considered
as a possible alternative, or as an "extra" opportunity for these students. In
addition, individual lessons or special group lessons might be arranged and
provided as alternatives to the “"extras'" already mentioned.

Comments on the Program

What those responsible for realising the program initially aimed for can
best be described as "an open-ended process of curriculum development". As a
start for this, they designated an overall objective and offered "a set of
strategies for organising students' learning®. Following Stenhouse (1975),
these were fourfold, providing a basis:

i) For selection of content;
ii) For development of a teaching strategy;
iii) For making decisions about sequence, and
iv) "On which to diagnose the strengths and weaknesses of individual
students and differentiate the general principles 1, 2 and 3 above,
to meet individual needs".
Using this frame of reference, let us now look more specifically at the

strategies inherent in the plan for integration of handicapped at ‘he FGO.
Particularly in terms of content, but also in terms of sequence, all courses
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and activities available were seen as representing a broad frame of
possibilities from which the students might choose freely, and in accordance
with their own interests and capabilities. In terms- of strateqies for’
teaching, planning for the handicapped students should start from the ordinary
class/ school programs. The major role of the teachers under this condition
would be to function as counsellurs and to support the students in following up
their choices as a function within their ordinary teaching programs.

¥hen necessary, the ordinsry class/school programs should be changed in
terms of content anc/or sequence to meet the needs for alternatives for
individual handicapped students. Under this conditioh; the teachers' role as
decision makers and program developers becomes more apparent.

It would have been interesting to have ‘studied the process of imple-
mentation of the program from the beginning, particularly in relation to the

prirciples of procedure laid down originally. This; however, would be to go

well beyond the scope of the present report and we must confine ourselves to a
review of the integration progrem as it now is. This will be in two parts. The
first focuses on the educational aspects of the implementation. The second
considers the social integration of the handicapped students at the school.

5. EDUCATIONAL INTEGRATION

Responsibilities of the special teachers

As at 1981, two teachers were especially responsible for the handicapped
students. Their academic backgrounds differ. One has a lower level university
degree with qualifications in English, Norwegian, and Physical Training. He
also touk a one year course in special education. The other has a higher level
university degree with qualifications in sociopedagogy and & major in French.
The former was engaged from the beginning of the year when integration started
(1978/79). He then had 5 years of previous experience from a special school
for mentally retarded pupils (compulsory stage). The other teacher came to the
school in 1580. She had no previous experience of teaching the handicapped.

These two teachers (we shall call them both "special® in spite of their
different backgrounds) teach classes and groups at the FGO on an ordinary basis
(respectively, French and Norwegian plus Physical Training as an optional
subject). It is regarded as very important that, although "special”
teachers, they should also have some contact with the ordinary students and,
besides doing team-teaching, should take part in the regular study programs. We
should mention .n passing that a third teacher joined the special staff at the
end of 1981.

The special teachers are responsible for the admission of handicapped
students tc the school. 1In dealing with these, they may get in contact with
the counsellors based at the local compulsory schools, the social service or
the ped. yjogical-psychological services in 0slo. In fact, the initiative is
most oftern with the latter who frequently apply to the FGO on behalf of
individual handicapped students. Apart from this, though, there is little
contact between the FGO ard these services. The special teachers are not
particularly interested in obtaining information from them as, for instance, to
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the academic background or social situation of applicants; nor are theav
consulted during the planning of, programs for the handicapped students or,
indeed, participate in any other way.

Cn the other hand, s e students keep in contact with the social
service, particularly if they or their families are in need of social support.
In such cases, the special teachers also become involved. The special teachers
also call on the social services for help when it is necessary to find work,
accomzodation and the like for students at the end of schooling.

The general lack of contact between the FGO and the pedagogical-~
psychological service in O0slo reflects the fact that the service is still
primarily involved in assisting the compulsory schools and the pupils at that

stage of education Too little time and resources are left. for it to take on - :

the upper secondary schools as well. The situation is the same_for the special
schools in the area; they are generally concerned with education at the
compulsory level and have little expertise (cr time) left for consultation with
upper secondary school teachers. It is to be mentioned that there are still
few places for the handicapped in upper secondary schools. The process of
change here will probably be very slow until these schools are guaranteed
support from the social and the pedagogical-psychological services.

To be fair, however, these services may, for all we know, have more
centact with other upper secondary schools in Oslo than they have with the FGO.
The school itself and the program for the handicepped in operation there are so
unusuai *hat the traditional working practices may have little to offer to the
teachers in charge of the provision.

Another major responsibility of the special teachers is to orgsnise the
weekly timetables for the handicapped students. They also function as co-
teachers, and provide additional teaching materials, to adapt regular lessons
to the needs of the handicapped students. Lessons provided solely for the
handicapped students -- individually or in small groups -- ere mostly being
taught by the speciai teachers, but ti.e other teachers are also contributing to
this part of the program as we shall explain lster.-

As a consequence of these responsibilities, the special teachers will
obviously have more contact than the rest of the staff with all of the
handicapped students. A few of them, however, are fully provided for in
ordinary classrooms (possibly with some support from the special teachers, bu.
without any additional teaching individually or in special groups). For these
students, the class teachers together with the other students take the full
responsibility, thus conforming with the school's conception of integration in
practice.

The fact that the special teachers have the main responsibility for
handicapped students does not mean that the others are not concerned with them
-- indeed, some of the ordinary teachers took an active part in planning the
provision. Our observation was that the whole teaching staff was positive to
the idea of having handicapped students integrated in the schocl and in the

classes. Thus, the special teachers have the full support of their colleagues T

and are regarded as regular members of the staff. All ordinary teachers give

lessons in classes where handicapped students are integrated, and seven of them '

participate as support teachers for the handicapped with a varying number of
lessons per week (two to six in the year 1980/81).
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Teachers at the FGO cooperate freely with each other and to an extent
well beyond what is usually required because of the way integration is carried
out. Time available for such cooperation between ordinary and special teachers
for planning and evaluation is limited, but it is regarded as essential if the
integrated provision is to remain successful. It is, of course, easier for
teachers to cooperate if they csn work within a cora.:n range of subjects. The
special teachers, however, have to work as support to the handicapped in many
more subjects than those in which either of them are formally qualified; the
cooperation of regu..r teachers who are so qualified is therefore essential to
them.

A point of discussion between the two teacher groups has been the extent
to which the ordinary teachers should get information about th-~ handicapped
-- particularly about their 'earlier school records and the nature of their
problems. Because the special teachers are responsible for the admission of
the handicapped and generally have more contact with them, the other teachers
felt that they were bound to have full information on these points and they
ought to share it with all their colleaguvs.

The fact is, though, that the special teachers pay little attention to
the history of their students or the deeper naiure of their djsabilities which,
in their view, are largely irrelevant to their theory and practice cf teaching.
The students must be encouraged to present themselves as individuals to
teachers and others; to cpeak for themselves about their needs and problems.
The conviction of the special teachers on this point ic that teachers should
not "find out" about handicapped students by way of laid-down procedures, but
should get to know them, asking and listening to the answers, in the process of
natural intercoursz within the school.

One of the main aims of the provision for handicapped students at the
FGO is to make them capable of taking responsibility for themselves. This can
only be achieved if they are given the opportunity to speak for themselves, to
find out what they would like to do, to seek advice but to make their own
decisions. They must be allowed to make a try, eventually. maybe to fail,
hopefully to learn to seek advice.

fhe Handicapped Students

In 1980/81, there were 170 students enrolled at the FGO, of whom ten
were ''general practioners” -- that is, members of the general practical study
course. These ten students represented three years* intake:

1978/79 = 7 1979/80 = 2 1980/81 = 1

One of those who had started at the school in 1978/79 left in the spring
of the second year. His parents decidcd to take him away and he got a job.

Of the 1980/81 students, seven were boys and three were girls. Their
ages ranged betw-en 28 and 16, so the group was on the average much older than
the ordinary stucents in the corresponding grades. Two in particular of the
eight students who came tu the school the first year contriduted to the high
average age level of their group. They were well over 20 when they started.
The average age of all handicapped students at enrolment was 19.
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In terms of problems or "special needs”, all the handicapped students
can be characterised as having learning difficulties, moderate to aevere,
depending on  whether they are compared with the standards employed by
compulsory schools, or those normally in use in academically-oriented upper
secondary schools. As we have said, all the FGO intake had been pupils of
special schools or had received special education in ordinary schools at the
compulsory stage. None have been identified in terms of handicap type, .but
obviously several different categories are represented.

The students who had started in 1978/7% were, by 1980/81, in grade 3.
All had followed the grade classes wher> they had started, except for one girl
who came later in the first year and who made a second start the following
school year at her own wish. The 3rd grade is the final year of full upper
secondary education.

Specifically for the handicapped provision and administering the general
practical study course, the school receives an additional number of 56 teaching
hours per week (1980/81). This represents the frame within which all addi-
tional teaching beyond regular class teaching (one teacher only) must be
planned and can be provided. An equivalent of one quarter of a teacher's post
(about five hours of instruction per week) can be used for administrative
purposes. The rest is for teaching.

The extra lessons available are deployed¢ on a flexible basis, both
within the week and throughout the year. For instance, fewer are given during
the autumn term to allow for a fuller program for the handicapped at the end of
the year, when specialised/individualised work for the final examinations tend
to replace much of the regular class. Most of the additional teaching hours go
to the special teachers. In addition to administrative work, they use these
extras for support teaching in or outside regular classes. A few hours are
distributed among the seven ordinary teachers for the support teaching they
give to the handicapped.

A further sum of money (comparable to approximately 150 teac4ing hours
per year) is allocated to the school for the special teachers to develop
appropriate teaching materials. This grant can be regarded as a (relatively
small) compensation for the extra work the sperial teachers have inevitably to
do, and as an encouragement for them to work systematically on curriculum
development problems in this field. The money came firat from the Osle county
authorities and later from the Ministry's Council for Upper Secondary
Education. The Council has a particular responsibility for curriculum
development at this level of education, and its policy i..cludes the stimulation
of local projects. We shall describe some of the teaching materials developed
at the FGO presently.

Organising teaching

The regular class curriculum provides the basis for the learning
opportunities offered also to the handicapped students at the FGO. For each of
them the weekly timetable of his/her class is examined to decide which paris of
the program are appropriate to individual needs and interests, which need to be
modified (and how), and which must be replaced (and how).




To illustrate tne orgaﬂiaational arrangements for integration at the
FGD, it will be enough here to outline the timetables for (wo classes and show
the modifications made for the GP-students (the "genéral-practitioners"). The
timetable of & 1st grade e;§us is reproduced as Table I. This shows how the
day is organised in perivdg with & break for lunch ahd meetings at 12 p.m. The
motning periods are genérelly ‘*heavier"” (equal tb two norfilal lessons) and
longer than tnose in the afterneen. All mornings have two periods of different

studies; the afternoohs idy havé 1+2 periods, dependihg on the length of time
allocated for meetings ih the middle of the day.

Table I shows also the verious subjects studied by the first gradersi
the cotre subjects (mathefatics, Notwegian, English, etc.), the time allowed for
them and for optional étudies and for project work, and t8 what extent the
GP-student is following the Aormal clesa program. It is particularly to be .
noted that there are only & petiods (aut of a total of 17) during the whole
week in which the timetable of the GP-student deviates in terms of main content
frof that of the others: 6She 18 hot et 'ying any secopd foreign languige
(a "C-language"), and shé has fewer lessohs iR science. 1In these periods she
obtains special/additional ifstfustioh in mathematics’ (Monday), Norwegian
(Wednesday morning), arts &hd cfafts (Wednesday afternoon), English (Thursdsy)
and mathemstics (Friday). WheH the eontent of her studies is different from
that of the rest of the cléssy she is withdiawh and provided for individually.
In teo such periods she works individually with a special teacher, in the
remaining two she works on her 8wh oh #ssigfitents specially prepared for her.

Wheh present in the class this student studies the same eubjects‘aé her
classmates, and for most of the time a Support teacher will also be present

co-teaching. Support 1in the class is diven by an extra "ordinary" teacher ‘l!

coming in, -- actually all support teaching oiven in the claas is shared
between two different "ordinary" teatheérs (see Table I, teachers B and F). The
specisl teachers are only in contact with the class when support is needed in
the project work (then an ordinary and a 8pecial teacher can be called in), and
during the optional studies for the group which has arts and crafts on Monday
mornings. This is when the class (including the GP-student) is divided into
groups.

For three periods each week (Monday afternoon, Tuescay and Wednesday
mornings) only ore teacher is resporisible for fhe class. In one of thesé
eupport is, however, indirectly provided, as the program for the GP-student
during this period has already been partly prepared by the support teacher
during the other period allocated t6 the same subject eavlier in the week
(Norwegish on Wednesday and Thursday mocnings). For this GP-student & lot of
extia support is made available during the week; in fact she probably gets
more than any of the others. This is not remarkable, though, for the school
has a definite policy not to share extra resources equally among the
handicapped students, but to make the best possible program for esch one of
them -~ within of course, the resource iimits prevailing. :

As 8 matter of fact it is not at all easy to account exactly for the
extent of resources devoted specifically to any one GP-student. There are
several reasons for this. First, the FGO has a way of organising teaching in
daily and weekly programs that is not readily adaptable to the normal formula
for expressirg resources allocated in terms of teaching programs.




TABLE 1
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TIMETABLE OF A 1ST GRADE CLASS - FGO

Monday Tuesday Wednesday Thursday Friday
Mathematica English Norwegian . Norwegian Mathematics
Ts T: TtE/ 1t F T: E T:EsTsF T: T: B

%} C-langusiges
{diff.teach./groups)

(maths)/ST

Project
Diff. Teachers

Optional Subj. Geography 5g Science Project [M@Science
(Arts & crafts) T: A = T: A Diff. Teachers Te D/ (T: B)
Ts C/ ST .
(Norweg,) / (ST)
Class General Teach.'s + Stud.'s The School Council
rmeetings assembly representatives meetings
meetings meetings

[} C-1angua
Diff. teach./groups

Prep.-foll,up/ST

Optional subjects
no teachers-~
independent studies

/ T: B + ST
Science ) C-lsngunges Mathemstics
T: Diff. teach./groups] T: A/ 1: B
(srts & C.)/(ST)
15,00
T = teachers, A, B, C, etc. = subject teachers. ST = special teachers.
O ‘iods/lessons when the GP-stu..nt is withdrawn/subj. on class timetable changed.

ERIC

Aruitoxt provided by Eic:




Second, because the school in any case would have used some extra
teaching resources to support ordinary students who also needed help. For
instance, when the support teacher is in the mathematics class, he will assist
the GP-student and two others at the same time. In English and Norwegian,
similarly, there are ordinary students who need support. Optional subjects and
project work are parts of the weekly programs that inevitably need extra
teachers. Here it is mainly a question of organisation to find a constructive
way of sharing available resources to the best interest of all students,
whether handicapped or not.

A third reason is that the handicapped students -- 1like all the
others -- are expected and specifically trained to work on their own. At %he
times when the GP-student is being given support, whether in ciass, in small .
groups or in individual lessons, arrangements are made for her to have a
further (longer) session on her ‘own. So, after the first period with support -
in mathematics on Friday, for instance, she will withdraw to the library and
carry on with the same subject by herself. On the timetable the teacher's
initials for that lesson appear in brackets. This indicates that he was not

with the student during the second period, but was rcsponsible for meking the | +

follow-up arrangements.

For the GP-student in this class two individual lessons with one oé the
special teachers are arranged every week. One it for the preparation/discus-
sion and follow-up on the program in general (Thursday afternoon). The other

" :is used for special instruction in mathematics on the data mechine.

Having described the organisation nf integration in a 1st grade class in
nominal detail, we need look only briefly at the timetable of a 3rd grade class
and the modifications made ' for the two GP-students who belong to it. This is
presented in Table II and our comments on it will be few. .

This class specialises in natural science, and the two GP-students
follow the greater part of the program. Support teaching is mainly provided by
way of co-teaching. The students withdraw from the class for small group
instruction when their studies differ in terms of content from that of the rest
of the class -- occasionally, too, when the subjects are the same, which
illustrates that, by this stage, the GP-students and the others have become
wider apart in terms of skills and interest,

Another thing worth noticing is that the two last days of the week
working life experiences are organised for one of the GPa. This is an opticn
that ought to be open to all students, so it should nut be regarded as a
special education arrangement (for instance, it hss long been available within
vacational education).

On the days when one of the GP-students is working with the class, some
individual instruction is provided for the other (e.g. one period Thursday
afternoon). On Friday rmornings (history) when no special teacher will be
available, he will either go to the library and work on something prepared for
him, or stay in claus and be taught with the others. For the remaining periods
he follows the class program, with or without some support provided by co-
teaching.




TABLE II
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TIMETABLE OF A 3RD GRADE CLASS - FGO

One student is at work

Monday Tuesday Wednesday Thursday Friday
9.00 -
Histor C-languages Independent Mathematics XJHistor
T: A/ ST Diff. teach./groups studies T: F/T1: G T: A7 ST
/T: €
10.30
Norwegian Mathematics [RBiology/Math. Project Biolo
T: Bs T: C — I:F /TG T: 04F / T: H Diff, Teachers T: Dg T: C
12.00
Class General Teach.'s + Stud.'s The School Council
meetings Assembly representatives meetings
meetings meet ings
13.00
Biology C-languages Optional subjects
T: D s T: C Diff. teach./groups| no teachers -
Norwegian /Tt E independent studies
= T7: 8B s T: C (Photo)
14.00
Mathematics Mathematics
no teacher for (no teacher for
the class) the class) .
/ ST /(T:G)
15.00
T = teachers. A, B, C, etc. = subject teachers. ST = specisl teachers.
= Periods + lessons when the GP-students are (sometimes) withdrawn/subj. on class timetable is changed.
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In summary, then, the different forms of organised teaching for the -
hardicapped students in the FGO are these -- in the sequence in which they are s
considered when individual programs are being arranged: . ;

-~ Class teaching without any aupport; 3

e

-~ Class teaching with an additional teacher as support;

Teaching in small groupa, jointly organised for GP-students and other »
students; %

-- Teaching in small groups particularly organised for the GP-students;

-~ Individual inatruction.

The special teachers, as well aa being responsible for making the
necessary arrangements, have a duty also to keep the handicapped students as 5
high up in the "educational ladder" aa possible. U

Integrated teaching

¥hen handicapped and non-handicapped atudents are taught separaiely, the
teaching in the first case is referred to as special teaching; the other is
~prdinary teaching. The distinction made reflects the idea that the teaching in
the two caaea is different in content, form apd relationships.

A
!
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A third condition may be distinguished when handicapped and non-
hendicapped students are taught together. We refer to this as integrsted
teaching. Within the context of the ordinary achool, integrated teaEﬁgng can
be undertaken by ona or two teachera, with or without the presence of a :
gupport teacher. It can take place in ordinary classes or in smaller groups, ...
provided both handicapped and non-handicspped st.udenta ares represented. In the
list of the variocus forms of orgenised teaching just presented, the first three
represent integrated teaching as here defined. So all GPs are involved in one
kind of it or another. - e

When integrated teaching is conducted without a support teacher, the
class teacher is responsible for all of the students. A class of students
always represents a wide range of abilities and interests, so class teaching is
normally expected to be correspondingly differentiated. This same expectation
applies no less to integrated teaching; but here the clasa teacher has to
stretch her skills, for the differentiation is much greater.

Successful integrated teaching in the classroom depends on aeveral _
factors. One, for example, is the size of the class and the extent to which it i
is possible to divide into smaller groups. Another is the means availsble:
for instance, are there differentiated sets of texbooks or exercises, or other
tvpes of teaching aids for a given subject? Something noticed particularly at
the FGO is that integrated teaching is eaaier to carry out and happens more
frequently if strict subject lessons are replaced by project-oriented work.

Ordinary teachers are seldom made fully responaible for integrated
teaching in the classroom when all the students are there. If only one teacher
can be present, a support teacher will probably have helped plan the lesson.
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Under favourable conditions, and depending somewhat on the subject af the
lessons, s lot of integrated teaching can be carr@d oyt gn this basja, At the
FGO some students eyen insist on being tayght .%.ia way, because they s&n much
dislike hsving extra support in the classpoom, fA gir]l in s second grade waa
determined that she would stay fully on hap 31 in the classraom. She hed
significant learning difficulties end obviously ,¢aded extra support teaching,
but the special teachers regarded as more mppp‘nt that her degiajon on thisg
point should be respected, Upper secondapy (Sucation is not ohligatary in
Norwsy and, within the broad limits set by sheir own school, atudents nay
choose freely among subjects and forms of edfeation, Handicapped atudents
should have the scwe right. &

Integrated teaching in full clagses ijsg mostlg carried out ag co-
teaching. Tabies I and II illustrate this point, In the FGO aystem, ordinar
teachers may psrticipste as support teacherg in this., The main idea js tha
the support tescher scts sg a teacher to the whole class and/or pravides’

teschers tske turns ss support teschers and the special teachers function as
ordinsry teachers, ‘t seems that the twp-teacher system functiong more

smoothly. In most situations, however, it is fairly obvious that the GPs~
receive more support thsn the others, and th&t more help comes from the aupport .

in prsctice, the roles of the twa
teschers sre not fully equivalent and t§y fget that some students need mere

teachers thsn the class teschers. Thus.g
support than others is not concealed. §

One of the special teachers at ,‘{" FGO ~- Grete Larsen-- hag vecently
described how s program for teaching NoiJs iian literature waa worked qut for a
second grsde with two handicspped stuydl and it is relevant hepe tg ;ecall
some of her observations (Grete Klottr‘tég 781, P. 4).

v

The class comprised 20 stude{‘ . Thst yesr, the GPs derjded to follaw
their class course in Norwegisn, wif} a support teacher in the classrapm. The
special teacher agreed to this, Jgde the necesssry modificationg to the
standsrd program and then scted,%as requested, ss co-teschep during the
lessons. g '

From the teachers' viewpdgit, the intentions behind this program were
thst the GPs should feel secuy in the clsss situstion, thst they should be
helped to contribute to the lessc¥i, thst they should profit edupationally from
them snd psrticipate in ss man)ﬁzs possible of the class sctivities, In spme
subject aress, however, less exacg'ing tsrgets should be set for them,

The content of the sch'%l lessons in Norwegian is determined by the
prescribed syllsbus (examinstion requirements), snd to some extent also by
choices from optional topics made by the class. In litersry history, this
class was to study Reslism as a specisl subject. Partly becsuse "The Wild
Duck" was being performed at the Norwegisn Thestre st the time, it wss decided
to focus on Ibsen snd enliven the reading of the drsma with a visit to the
thestre. Initislly, the clsss teacher gsve s genersl introduction to the
whole of the literary period concerned; thereafter other works by Ibsen and
his Norwegisn contemporsries were studied in groups, each group making an orsl
presentation to the clsss of the book they hsd been working on. Extracts from
selected rexts snd short novels were also put before the class for discussion.

T
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support for =all students. It is regarded ag psrticularly important that =i
neither the hsndicapped nor the other studentg shoyld feel that the aupport
tescher is constantly looking sfter the GPg, When in this way erdinary ..o %
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The class concentrated on Realism for nine weeks, during which time all
the Norwegian lessons (two periods each week) were taken up with this topic.
For the two handicapped students a supplementary support plar was worked out by
the special teacher. The principles behind this were these:

-- That the students were academically weaker then the others, therefore
it became necessary to involve them in functions they could cope
with: by asking them directly questions they could {be expected to)
answer; by letting them read sloud from the texts, by giving them
practical tasks (copying, writing notices/placards, carrying
messages); ULy giving them special individual tasks which could
contribute to the tasks of the rest of the class (prepare lists of
authors and literary works, make illustrations to reports, tape-
record language/literary specimens); by giving them special
tasks/support for the writing of essays, etc.

-~ That the students had difficulties in grasping and mentally retaining

overviews, and problems with abstracts, theoretical uses of language.
It was therefore necessary to ensure that they did not %ose important
information because it was presented in a difficult form. Accordingly
access to information was simplified by systematically noting
overviews, key words and other important points on the blackbosrd;
by passing information directly to the GPs by handouts or otherwise;
and by frequent references to concrete th'.ngs by way of example.

-- That the students were weaker than the others in reading and could
not, therefore, cover the same length or complexity of text. Thus
they had to be supplied with easier and briefer literary historical
overviews, with shorter sauthor biographies and with extracts of
literary works, Tape-recordings might substitute for some of the
printed texts; other students might prepare summaries for written
and/or oral presentation to the class.

According to Grete Larsen, the more the specific learning problems of
the handicapped students were relieved, the more they could participate on a
level with the other students in classroom activities. They had experiences
that could contribute most usefully to class discussions, in which they couid
also draw upon relevant knowledge that had been gsthered {rom elsewhere.

It was typical for the GPs to be more attracted to books and plays
themselves than to any history of literature. Different literary trends did
not interest them, nor did differences between authors. On the other hand,
they would deeply engage themselves in discussions of a novel or parts of "The
Wild Duck". Their focus was almost always on the action in a play or a story;
discussions on language, styles and forms soon became too abstract for them to
follow. When the handicapped students took an active part in the lessons, the
others tended to address them more directly and more frequently, and this on
the whole had a positive social effect on both parties.

So as to make the handicapped students participate as actively as
possible in the classroom and as independently as practicable of direct support
during lessons, the special teacher gave them two extra group lessons a week
(outside the class) as a special preparation for, or follow-up on, some part of




the program. This way of using special small groups for support is frequently
found at the FGO, and it is worth looking at more closely.

Special small group teaching

A lot of group teaching is carried out in the course of the ordinary
program at the FGO, and handicapped students take part in these groups along
with the other students. Some small teaching groups, however, are c:ganised
for handicapped students only. These are referrec to as special groups -- that
is, small groups with only 2-3 members. In teaching, these groups may serve
different purposes.

Some such groups are used to meet special reeds in a more explicit way.
Here we mean needs for more basic elementary instruction or specific training
that cppertain especially to handicapped students, for example in reading,
writing, or the use of special aids. If such teaching is to be effective with

students in the upper secondary age group, it has to be very well adjusted to, -

and coordinated with, their individual interests and level of motivatic-~. What

is more, it will only work well if there is a certain extent of variat.on and
flexibility in the program.

" " At the FGO the students of the special groups mostly come from the same
class. Thst is because the groups are particularly ysed for supporting and
promoting integrstion. One example of this is the Norwegian literature project
Just described. Another example is the systematic use of a small group as a
context for supporting the handicapped students' general underctanding of
current issues and events -- topics alwsys of interest to the students at the
school and frequently discussed. Special groups lend themselves well to
special explanations, clarification of complex new terms and expressions,
establishing points of fact, all of which help the handicapped students to
profit intellectually frum the talk going on around them in the school —- even
to the extent that they may eventually take sn active part in the discussions
themselves.

As a caution, it must be observed that too much work in small special
groups may introduce 8 strsin on the relstionship between the members.
Experience st the FGO is that tesching in cuch groups must not tske up too much
time in the weekly timetable. It ras to be balanced against integrsted class
tesching.

Providing appropriate teaching msterial

The lack of appropriate teaching materisl is a msjor problem for :inte-
gration at the FGO. This reflects the fact that very few handicapped students
have hitherto been sdmitted to education beyond the compulsory level, and for
academically-oriented studies at upper secondary level, textbooks, exercises
and other materials have mostly been designed for the more intellectually able
students. Nothing has been done for support or special education at this
level, so, for students over about 16 with lesrning difficulties, the few
existing alternatives to the stsndard materials are likely to be too childish,
either in form or content or both.




The state and/or the county authoritjes are expected to take on specific
responsibility as conceins the production of teaching material for special
education. So, with time, the situstion should improve. But, as there is not
much of & market for such muterial in a smzl] country (a little more than four
million people speak Norwegian), the difficulties are likely to persist.

From this it follows that schools who take in students with significant
learning difficulties have to produce special teaching meteriasls themselves. As
said already, the FGO receives a grant from the a.chorities as a small compen-
sation for the eatra work the integration project involves snd this means
original work by tihe special teachers.

Over the lact few years they have designed and produced sets of booklets
for the instructisn of students with 1learning difficulties in Norwegian,
mathematics, English, biology, music, and - social science. Each of these is
produced at the schobl] in the same shape and size as the work books used by the
ordinary students. It ricemally contains 15-20 pages, and concentrates on a
single topic. Irn the special teachers' view, the material produced for young
handicapped students should preferably:

-~ Not look or oth:rwise appear childish;
-~ Follow a very slow progression of learning; -

~-- Be so designed that it can be used by students with reading and
writing problems.

To date, some thirty of these bookiets have been produced, snd they are
generally available for sale from the FGO. Additionally, though, the special
teachers are continuously looking for other materials that will help handice-
pped students working on the same topicvs as the rest of the class. We can take
an example of this from the integrated teaching of Norwegian literature. Here,
as will be recalled, the materials were largely improvised (outlines, simple
paraphrases, tape-recorded texts, etc.). They are, however, kept on file, so
that they may be used again, improved, or broken up and recombined in new
formats as may be required.

The school owns a computer which has been programmed in various ways to
serve special teaching in, for example, mathemetics, foreign lsnguages,
Norwegian and social sciences. Some of the non-handicapped students, who are
computer "experts", have assisted in the development of useful programs for the
teaching and training of the GPs.

%

6. SOCIAL INTEGRATION

Pl
The FGO has always emphasized the importance of the social milieu in the
learning and development of young people and this applies no less to the
students who are handicapped. Hence the concern for their integraonn in the
social as well as the educational life of the schosl.

As we have remarked already, the FCZa-tudents as a body have always been
somewhat heterogeneous, the result perhaps of their motives for enrolling being

-
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80 various. Quite & numbur have been possessed by a strona wish to realise >
themselves as individuals. Others have come because they could not cope with ~
(or because they actively resisted) adapting to the "nurmal" standards of E
behaviour supposed to be cigidly enforced by teachers or co-students in other H

schools. The FGO has a reputation for greater tolerance and patience in these
matters than most other Osle schools at this level. .

The atmosphere of the school being thus one oi tolerance to deviance,
whether in behaviour or appearance, the preaence of a few handicapped studefits
does not arouse the attention or cause anything like the sensation it would in
schools where conformity is the fule. This, of course, makes things easier
from the start for the handicapped atudents who are generelly accepted and
respected. Most of their fellow students have received them with an opeh mind
and, indeed, taken some interest in their problezs. For the rest, the more o
negative symptoms of shyness and uncertainty have been relatively few. "

The teachers also have reéeivéd these young people in an open and s
unpre judiced way, accepting them with equenimity as a uew group of upper
secondary school students in their classrooms.

There is no doubt that the GP-students themselves have felt accepted and
thus comfortable at the school. Upon direct questioning they have answered
that they 1like the school, emphasizing pariicularly kow much better the FGO
school is compsred to the schools they have been to previously. The inter-
esting thing is that when we probed further into their opinio s on the FGO, :
they often felt free enough to present critical as well as apprecciative points -
of view. RS
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The social milieu of the FGO (a vital part of its "self-image" as an
alternative provision at the upper secondaty school level in 0slo) may in fact nt;
have greater significance for the handicapped than for many of their non- )
handicapped schoolmates. The milieu itself takes its character, of course, N
from the variety of personalities in the mémber group; for its vitality, on A
the one hand, it needs a number of resourteful members with plenty of surplus
energy and creativity; lsstly, for its continuity it needs a stable group of
“"ugsers". The handicapped students mostly belohd to the latter group, and as
such they must be seen as important participant members of the milieu. The
following abstract from our field observations portrays the handicapped
students in their role of "users" of the "out-of-classroom" environment at the
FGO.

Three of the handicapped boys (it reads) were frequently seen together
in the recreation room, ne kitchen and the office area. They had some reqular
teaching together during the week, so many of thoir breaks and free periods
came at the same time.

The recrcation room is the place where most students spend their time
between lessons -- eating, smoking or just chatting. It is the centre for all
social activities at the school, being a large room -- so large that the .
General Assembly meetings arc held there -- and furnished with several groups
of easy chairs. The three boys were very often seen in this room, sometimes &
togsther and sometimes with other students. They sected o feel particularly
at nome there. They circulated a lot and talked with everyone. Several times
we saw ordinsry students bringing these boys quite naturally into their . -}
conversstion. ) ‘




Handicapped students -- jncluded the three boys -- were found to take a
very active part in the kitchen affairs, both in preparing and selling the
food. One of them was particularly noted for his participation in the office
activities. He answered the telephone, took in messages, copied documents and
suchlike. de also liked to do practical work, and was frequently seen around
the buiiding helping the caretaker. :

At times the three boys' behaviour raised social proble™s. When they
were together, they tended to become domineering, and their behaviour cculd ..
have other disturbing effects. For instance, thev liked to attend meetings,’
but when the discussion became too lengthy for them, they might well start
running in and out the room instead of sitting still. Some of the students
would iook irritated, but they never said anything. One of the boys was
particularly outspoken and was heard saying quite embarrassing things to one of
the teachers -- again the teacher ¢id not say anything. .

This sort of behaviour by the handicapped triggering off a kind of
e tra-tolerance on the part of those who are unimpaired is a phenomerion that
seems to lie at the very core of the integration process. It is a matter of
observation that what ordinary people find most difficult when they are not .
used to dealing with the handicapped and then suddenly have to, is ta conceive
what the proper limits to their behaviour should be. Thus, at the FGO when the .
handicapped students have behaved in a reprehensible way, the otheres do not
take the matter up with them face-to-face as they would with their peers
-- they tend, rather, to go to the special teachers with their complaints. The
same appears true of the ordinary tzachers. “ae

The special teachers told us that episodes sucn as these had given rise
to serious discussion about the social interactional problems of integration,
and that eventually the students 'snd the teachers became more aware of the
problems involved and more capable therefore of dealing with the hendicapped
students in disagreeable situations. In this respect there was a noticeable
difference in success as between students who had joined the school recently
and those who had been there together with the GPs for a couple o years.

We have focused here on the problems of integration. It is fair, then,
that we should close this chapter by citing just a few examples of successful
social integration. We heard these from the special teachers of the handi-
capped students themselves: one of the handicapped girls has gerved as an
elected member of the School Council; many of the handicapped students go with
the others to cinemas and exhibitions, and take part in other out-of-school
activities with them in the afternocns or evenings. Some have been invited out
to private social events.

7. CONCLUSION - AN EVALUATION OF INTEGRATION AT THE FGO

Although many ordinary schools in Norway are now developing provisions
for handicapped students at upper secondary level, very few -- if any -- are
doing this systematically in accordance with the principle of integration we
have seen at the FGO. The organisational model evolved at the FGO is, however,
much the same as that coming increasingly into use in ordinary schools at the
compulsory stage in Norway, replacing the traditional "special class" or
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"clinic" system that has prevailed hitherto. How educational provisions for N
handicapped students at the upper secondary school level will be developed in &
the future, it is still too early to say; it is not unlikely, however, that it s
is the practice pioneered at the FGOs that will become the most usual in =
schools in the immediate future.

Provisions for the handicapped in upper secondary education have not
only been few, but their range has been so limited. In this connection, one of 275
the lessons planners and administrators of such provisions might well learn .
from the FGO is that ordinary programs within a school can be of interest to .
and serve the educational needs of students with significant learning problems.
Here, as a start, is one way of broadening the content of what is offered them.

As for other young people in our society, the handicapped must be given
opportunities for choice. The extent to which they are allowed to take part in
any of the courses and studies provided in the ordinary upper secondary school
will be a measure of the range of opportunities that is in fact available to
them. -

Handicapped people are also entitled to support; but the way in which
it has been provided has frequently added to their handiceps, because they
cannot cbtain it and at the same time live a normal life. .In'the educational
sector, special education is the main support delivered to the handicapped.
The intention has been that this should widen their horizon of opportunity: in..
the event, it has frequently come to play a restricting role. To avoid such
mistakes in the future, the primary role of special education should be recog-
nised as helping the handicapped to get access to, and positive experiences
from attending, the widest range of courses and studies in ordinary schools.
The special teachers at the FGO have shown us now this can be done.

When handicapped students with significant learning problems are given
access to ordinary upper secondary classes, we have seen that they are mostly
able to follow part of the program with profit, and that with extra support
they get even more out of it. Within ordinary class programs it is by nu means
difficult to include tasks that are appropriate also for handicapped students.
When, too, they participate as ordinary members of a class, it prompts the
teachers to become more aware of the need for variety in teaching strategy
-- for instance in finding ways to illustrate abstract themes with concrete
examples (a constantly recurring challenge).

The capability of ordinsry upper secondary school teachers to teach
handicapped students has been questioned, but little challenged. Experience at
the FGO is that nrdinary secondary school teachers may well be entrusted with
teaching handicapped st'idents -- that is, with teaching at an academic level
far below that to which they have been accustomed. Indeed, some (for example
one of their qralified mathematics teachers) find it professionally interesting
to teach adolescents with severe learning difficulties even at elementary
1evel.

When evaluating the provision orqanised for handicapped students at the
FGO one must, of course, have in mind its declared purpose at the outset. We
have gone into this in detail in Section IV but may be allowed here perhaps to
recall three points in particular. Firgt, the notion of the importance of
"choice", and widening opportunities for the handicapped young people: these
were the basic tenets of "School Group 18". Yhe group then charged with
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working out the program went on to emphasize the need for further education on
general academic lines because, more than other young people, the handicapped
needed time and encouragement before having to make decisions on future
occupation or vocational training. Overall, the program emphasized education
as a value in itself that should ultimately prepare the handicapped for living
a meaningful life. '

The proliferation of the notions of "choice" and "widening educational
opportunities" we have already dealt with, ao we may now consider the extent to
which students (and parenta) have been satisfied with the provisions offered at
the FGO: one, who started at the FGO in the autumn term 1978, atayed with the
school less than two years. In March 1980 he waa diacharged at his parents'
wish and, according to one of the special teachers, he got a job. Another
student stayed a 1little less than three yeara. All the others who atarted in
1978 stayed with the school until the summer 1981, completing three years. One
student continued for a fourth year asa a part-time school-and-job sttdent. All
those who started in 1979 also stayed for a full three-year period. This very
low drop-out rate is a positive indicator of the way in which the provision haa
fulfilled a number of ita original objectivea.

The general impression is that the handicapped atudents enjoy being at
the FGO, and that this includes the pleaaure they feel at making progress in
terms of knowledge and akilla. Examinations are not held there, nor do any
other kinds of test of knowledge or ability play a significant role at the
school. In line with this general attitude towards examinations and testing,
the special teachers do not do much in the way of formal asaeasment of their
pupils' classwork. They are, however, constantly concerned with the whole
development of the studenta -~ social, affective and cognitive -- and actively,
involved in exploring problems of adjustment and posaibilitiea for successful
experiences. In this process the students participate on a cooperative basis.

As a consequence of the informal character of the evaluation procedure
at the school, we have few objective data un the handicapped atudents' learning
achievement. It ia, however, revealing that some of them have presented
themselves for public and final examinations (at other schools). In this they
have followed the normal practice of- FGO atudents; but while the others
usually sit examinationa in whole sets of subjecta, the handicapped have only
presented themselves for a limited number at a time, for example, natural
science alone, social science, religion. On average, they have obtained very
good results, which is quite aatonishing in view of the fact that the studenta
were enrolled in special education at the compulsory school level. The main
point, however, is not that they made such progress academically during their

stay at the FGO. What is more impreasive (and what is bound to count more in .

the long run) is the gain in aelf-confidence that muat have taken place at the
same time. ‘ ’

And finally, a brief look towarda the future. A. the mcment, the
prospects for all young people in Norway are uncertain, and we tried to find
out what the future concerns of our handicapped students were under these
conditions. Those we talked with were certain that they could live on their
own, and the chances of their being able to do so in reality in the future
seemed to be their greatest worry. They were not afraid of being lonely; they
said that they had hobbies and a lot of interesta; and all of them knew that
they could manage to taka care of themaelvea in every way. )
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They were afraid that they could not become economically independent.
They hoped to get a job after finishing at school. They also had some ideas as
to how to go about it; but they were aware of the difficulties they would
probably have to face in the world of work.

As to the handicapped students who have already finished at the FGO, we
have no specific information but we understand that the majority are in part-
time work and/or further education. For the latter, courses, within adult
education have been mentioned, and one of them has been taken into a work
training institute. Education is sometimes combined with jobs, either in open
enterprises or in "sheltered" workshops.
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